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Anyone can become angry, but to be angry with the right person, to the right degree, at the right time, for 
the right purpose and in the right way; that is not easy. 
- Aristotle - 
 
ABSTRACT 
 
The researcher explored and described the teachers’ experience of aggression in a 
secondary school.  In order to assist teachers who experience aggression in a 
secondary school, she developed, implemented and evaluated a Psycho-Educational 
Programme to facilitate their mental health. 
 
Aggression-related attitudes and behaviour has become part of the learning and 
teaching process, and directly contributes to the increased levels of stress and 
frustration for teachers, learners, and non-teaching staff.  Despite this stressful 
environment, teachers are still expected to fulfil their normal duties as teachers.  
Teachers specifically ascribe disciplinary problems as one of the major reasons why 
they resign from teaching as profession. 
 
The research design was systemised into four sequential research steps. Step 1, the 
situation analysis, was conducted according to the qualitative research approach by 
means of individual phenomenological interviews with purposefully selected teachers.  
Tesch’s descriptive approach to data reduction was applied whereafter a literature 
control was conducted. Trustworthiness was ensured by adherence to credibility, 
transferability, dependability and confirmability.  Step 2 introduced the development of 
a Psycho-Educational Programme to facilitate the mental health of teachers who 
experience aggression in a secondary school.  The nature, content and extent of the 
programme were based on a conceptual framework.  Step 3 and step 4 comprised 
the implementation and evaluation of the Psycho-Educational Programme according 
to the classical experiment approach.  Participants completed the pre-test and post-
test questionnaires.  Adherence to internal validity, external validity, reliability and 
objectivity ensured the trustworthiness of the process.   
 
 
The following three themes emerged during the situation analysis: 
 
Theme 1: Teachers experienced feelings of anger, hurt, frustration and 
disappointment.   
Theme 2: Teachers experienced their locus of control in relation to aggression to 
be internal as well as external; and, 
Theme 3: Teachers were aware of barriers in the establishment and maintenance 
of constructive relationships at school. 
 
The evaluation of the data showed that the questionnaires were appropriate and 
valid.  The variables; self-awareness internal locus of control and external locus of 
control and relationships, was effectively addressed in the Psycho-Educational 
Programme and also had a positive effect on the experimental group.  The 
implementation of the Placebo Programme, however, had no significant impact on the 
control group.   
 
The public concern regarding aggressive behaviour at secondary schools is 
escalating, although contextualised research related to this issue is seriously lacking.  
The development, implementation and evaluation of the Psycho-Educational 
Programme, indicated that the aggression teachers experience in a secondary school 
can be managed by facilitating the mental health of the teachers.  The study further 
allowed the researcher to practically demonstrate the value added to the study when 
both the qualitative and quantitative research approaches are appropriately included 
in the research design. 
 
 
 
OPSOMMING 
 
Die navorser het onderwysers se ervaring van aggressie in ‘n sekondêre skool verken 
en beskryf.  Ten einde die onderwysers, wat aggressie in sekondêre skole ervaar, te 
help het die navorser ‘n Psigo-Opvoedkundige Program ontwikkel, geïmplementeer 
en geëvalueer met die doel om hulle geestesgesondheid te fasiliteer.  
 
Aggressie-verwante houdings en gedrag het deel geword van die onderrig- en 
leerproses.  Dit dra direk by tot die verhoogde vlakke van stres en frustrasie by 
onderwysers, leerders en nie-onderwys personeel.  Ten spyte van die stresvolle 
omgewing, word daar steeds van onderwysers verwag om hulle normale 
onderwystake te voltooi.  Onderwysers noem dat die hoofrede vir hulle besluit om te 
bedank toe te skryf is aan probleme met disspline by die skool. 
 
Die navorsingsontwerp was verdeel in vier opeenvolgende navorsingstappe.  Stap 1, 
die situasie analise, is uitgevoer volgens die kwalitatiewe navorsingsbenadering deur 
middel van individuele fenomenologiese onderhoude.  Onderwysers is doelbewus 
geselekteer tydens die steekproeftrekking.  Tesch se beskrywende benadering tot 
datareduksie is gebruik waarna ‘n literatuurkontrole uitgevoer is.  
Vertrouenswaardigheid is bevestig aangesien die geloofwaardigheid, die 
oordraagbaarheid, die vertroubaarheid en die bevestigbaarheid van die proses 
verseker is.  Stap 2 is ingelei met die ontwikkeling van die Psigo-Opvoedkundige 
Program ten einde die geestesgesondheid van onderwysers wat aggressie in ‘n 
sekondêre skool ervaar, te fasiliteer.  Die aard, inhoud en strekking van die program 
is gebaseer op ‘n konseptuele raamwerk.  Stap 3 en stap 4 bestaan uit die uitvoering 
en evaluering van die Psigo-Opvoedkundige Program, volgens die benadering van ‘n 
kwasi-eksperiment. Deelnemers het die voortoets- en natoetsvraelyste voltooi.  Die 
versekering van interne geldigheid, eksterne geldigheid, betroubaarheid en 
objektiwiteit het vertrouenswaardigheid aan die proses verleen.   
 
Die volgende drie temas het tydens die situasie analise na vore gekom: 
 Tema 1: Ondewysers ervaar gevoelens van aggressie, gekrenktheid, frustrasie 
en teleurstelling;   
Tema 2: Onderwysers ervaar dat hulle sentrum van beheer in terme van 
aggressie beide binne hulleself en buite hulleself is;  en 
Tema 3: Onderwysers was bewus van hindernisse in the daarstelling en 
onderhouding van opbouende verhoudinge by die skool. 
 
Die evaluering van die data het getoon dat die vraelyste toepaslik en geldig was.  Die 
veranderlikes;  bewustheid van die self, interne sentrum van beheer, eksterne 
sentrum van beheer en verhoudinge, was effektief aangespreek in die Psigho-
Opvoedkundige Program.  Die program het ook ‘n positiewe impak op die 
eksperimentele groep gehad.  Die uitvoering van die fopprogram het egter geen 
betekenisvolle effek op die kontrole groep gehad nie.  
 
Die kommer wat bestaan by die publiek in terme van aggressiewe gedrag by 
sekondêre skole is aan die toeneem, alhoewel daar nie werklik gekontekstualiseerde 
navorsing bestaan nie.  Die ontwikkeling, implementering en evaluering van die 
Psigo-Opvoedkundige Programme dui aan dat die aggressie wat onderwysers in 
sekondêre skole ervaar, hanteer kan word deur die geestesgesondheid van 
onderwysers te fasiliteer.  Die studie het verder die geleentheid geskep waardeur die 
navorser prakties kon demonstreer dat die toepaslike insluiting van beide die 
kwalitatiewe en die kwantitatiewe navorsingsbenaderings, waarde tot die studie kon 
toevoeg. 
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CHAPTER 1 
 
OVERVIEW AND RATIONALE 
 
“Teachers enter the profession with high expectations, a vision of the future, and a mission to 
educate our children and youth.  The demands, pressures, and conditions they work under can 
stifle this zeal and present obstacles to achieving their mission”. 
(Gold & Roth, 1993:ix) 
 
1.1   OVERVIEW 
 
Burden and Byrd (Wilson, 2004:¶5) pronounce that teaching entails much 
more than the ability to convey knowledge or share skills in today’s world.  
Teachers fulfil a parental role, a disciplinarian role, a pastoral role as well as 
an educational role.  Teachers possess the flexibility, the ability and the spirit 
to reach the less motivated student in addition to their daily teaching 
responsibilities.  Teachers have the innate motivation to instil a love for 
learning in their learners, make learners believe in themselves, allow learners 
to identify and realise their unique talents so that they are ready to go out and 
face the unknowns of the real world.  At the most fundamental level, anger 
and violence undermine the learning environment and increase levels of 
stress and frustration for both the teacher and learner (Wilde, 1995:2; 
Matherne & Thomas, 2001:655; Lemmer, 1999:89; Abrams & Segal, 1998:10;  
Shechtman, 2002). 
 
The prevalence of aggression, especially the aggression learners have 
towards peers, school staff and property is a topical issue in the media and of 
great concern to civil society (Larson, 1998:283; Hyman & Perone, 1998:7; 
Freiberg, Stein & Parker, 1995:422).  There are teachers who view 
disciplinary problems in schools as a major influence in their decision to 
resign (Gold & Roth, 1993:6; Lemmer, 1999:89;  Wilson, 2004:¶3).  The 
relationship between teachers and learners is renowned for the experience of 
difficulties, stress, frustration, aggression-related attitudes as well as 
aggression-related behaviour.  The multifaceted relationship between 
teachers and learners is explicable because the teacher component and 
learner component at school are the two principal sectors involved in the day-
to-day operations at school (Blankemeyer, Flannery, & Vazsonyi, 2002:293-
294).  The disruptive behaviour of learners at school is often highlighted by 
teachers as an overwhelming source of stress and frustration (Wilson 
2004:¶3).  With the term ‘disruptive behaviour’ reference is mostly mentioned 
in terms of aggression related experiences or behaviour at school (Archer & 
Browne, 1989:11; Scherer, Gersch & Fry, 1990:26; Robinson, Smith, Miller & 
Brownell, 1999:201).  It refers to behaviour, which forcibly interferes with the 
usual behaviour appropriate in a particular context (Archer & Browne, 
1989:12; Scherer et al. 1990:3; Freiberg et al. 1995:437).   
 
Aggression may appear appropriate and self-protective, even constructive, as 
in healthy self-assertiveness, or inappropriate and destructive such as making 
belittling remarks or damaging somebody else’s property.  People often 
perceive and refer to aggression and violence as synonyms.  Wallach 
(1996:114) however reminds that the distinction between violence and 
aggression is significant and must be recognised and dealt with in schools.  
Violence is generally perceived as using force to hurt, violate or abuse 
persons or property.  
 
Lorenz (Wallach, 1996:115) defines aggression as an inborn characteristic 
that is neither good nor bad.  On the one hand aggression can be perceived 
as positive for an individual and society, for example where an athlete 
attempts to break a performance record or where a society decides to protest  
 
against child abuse or to actively lobby for access to life-saving medication 
(Lynch, 1998:8).  On the other hand, aggression can also be related to 
situations where it is perceived negatively and where aggressive behaviour is 
intentional with the desire to hurt or destroy the victim physically or socially 
(Galen & Underwood, 1997:589).  In addition, Hicks (1987:31) reiterates that 
aggression and aggressive behaviour can be most destructive to property, 
people and relationships.  Even though aggression provides the energy that 
can erupt into violence, it is not synonymous with violence (Wallach, 
1996:115).  The effect that the aggressive attitude or behaviour has on the 
individual herself or himself, as well as on other individuals and their property, 
categorises the aggression as positively or negatively oriented. 
 
In the last fifty years psychologists have progressed from thinking that 
aggression is largely an inherent characteristic, which is present in all 
individuals, both human and animal, to a point of view that emphasizes the 
learning of aggression as a way of solving interpersonal problems 
(Huesmann, 1994:9).  Huesmann (1994:9) continues that this is a more 
optimistic way of looking at the development of destructive behaviour since 
what is learned can be unlearned and new ways of behaving can be adopted. 
 
In the United States of America, acts of aggression, conflict and violence are 
continuously increasing.  It is expanding from the home to the community and 
into the workplace (Burgess, Burgess & Douglas, 1994:11; D’Andrea & 
Daniels, 1996:55; Simons, Peternite & Shore, 2001:182).  Violence-related 
behaviour is even occurring in formerly protected and safe environments, 
such as schools, causing fear and concern for parents, their children and the 
teachers responsible for the safety and education of these learners (Horne & 
Sockerman, 1996:82; Smith-Myles & Simpson, 1994:55).  This occurrence of 
aggression-related behaviour is negatively affecting the morale and 
productivity of many employees.   
 
The prevalence of anger in schools is an inevitable part of life – as in any 
social context (Smith & Furlong, 1998:202; Human Rights Watch, 2004).  This 
sentiment is echoed in existing literature that confirms the progressive nature 
of disruptive behaviour at schools seems to be universal (Zagnoev, 1983:1; 
McManus, 1989:7-8; Wilde, 1995:1; Arunima, 1994:104).   
 
The general problems that were experienced at schools in the 1940’s, 1980’s 
and 1990’s highlight the experiences and demands on teachers.  These 
examples are reflected in table 1.1.   
 
Table 1.1 Examples of general problems experienced at school in the 1940’s, 
1980’s and 1990’s 
Examples of problems 
experienced in the 
1940s (Gold & Roth, 
1993:5) 
Examples of problems 
experienced in the 
1980s (Gold & Roth, 
1993:5) 
Examples of problems 
experienced post 1990 
Talking out of turn Drug abuse 
Chewing gum Alcohol abuse 
Making noises Pregnancy 
Violent crimes such as murder, 
assault, rape and robbery 
(Grant,Van Acker, Guerra, 
Duplechain & Coen, 1998:121). 
Running in the halls Suicide 
Cutting in line Rape 
Bullying (Smith, 2000:294; Horne & 
Sockerman, 1996:77) 
Disobeying dress code Robbery 
Littering Assault 
Gun-related violence (Smith- Myles 
& Simpson, 1994:55 
 
Attempts to resolve this problematic situation, preventative measures of 
increased security at schools such as metal detectors, student identification 
cards, limited entrances and exits to and from the school building, resulted in 
a more controlled school environment.  Although the perception was that 
these schools were safer, it unfortunately did not effectively address issues 
relating to the development of aggressive violent attitudes and behaviour 
(Grant, et al. 1998:121). 
 
Munusamy (2000) reported that an assessment of crime and violence in 
South African schools indicated that teachers in South Africa are expected to 
deal with serious problems of violence – possession of guns, attacks with 
knives, open scissors and rape; in a situation where they are being expected 
to carry out their primary duty as teacher.  It is further reflected that the 
learners do not behave respectfully toward teachers (Wevers & Steyn, 
2002:209).  The school context was therefore just another milieu where the 
well-known saying “aggression begets aggression” was alive, especially when 
obtaining desired ends and when it has become well practised (Kauffman, 
1994:9). 
 
In the South African pre-democratic era, youths were continuously subjected 
to aggression during the liberation struggle such as violence, intimidation and 
terror (Lemmer, 1999:90; Zulu, Urbani, Van der Merwe & Van der Walt, 
2004:170).  Although the South African society has undergone major social, 
economic and political changes over the past few years in order to establish a 
democratic nation, these characteristics of aggression are still prevalent, for 
example violence, sexual abuse and assault.  Stevens, Wyngaard and Van 
Niekerk (2001:146) reiterate that “in South African schools, several socio-
historical factors need to be considered in order to understand this complex 
phenomenon”. 
 
Madubye (1997:68-71) conducted research related to youth aggression in 
secondary schools in Soweto, a residential area established for black citizens 
during the apartheid era.  Results indicated that youth aggression is 
abundant, although situation.  He also reported that the current experience of 
aggression is no longer based on political principals, but that it has become a 
way of life for young black people to behave aggressively towards others, 
although it is not regarded as out of control.  It is more a situation of doing as 
they please, the disrespect of teachers and parents, who are hesitant to 
address the issues, for fear of being harassed and attacked.  The behaviour 
of these learners includes alcohol abuse, coming to school late and the 
possession of dangerous weapons.  Zulu, et al. (2004:174) are of the opinion 
that “learners have not yet realised the futility of placing their own future, their 
own education, their own relationships, and their own happiness on the altar 
of violence”. 
 
With the transformation of education in South Africa, the constitutional rights 
of learners became supreme.  Mosia (2003:1) states that; “the educators 
within the school are a crucial factor in the establishment of a school climate 
with a positive cultural identity, or where optimal learning takes place”.  Mosia 
(2003:1) further expects that educators should consistently demonstrate 
appropriate ways of dealing with frustration and anger.  Prinsloo (2005:10) 
continues to mention that educators’ attitude and behaviour has to reflect 
commitment to “professional and ethical conduct”, as well as acceptance of 
accountability to protect learners and ensure that schools are places where 
educators, learners and non-educators can work and learn without fearing 
physical and emotional harm.  South African teachers are continually urged to 
assist with the fostering of a new and thriving culture of learning and teaching, 
in which learners are free from all forms of abuse at schools (Mecoamere, 
2002:6;  Prinsloo, 2005:9;  Netshitahame & Van Vollenhoven, 2002:313).   
 
The use of corporal punishment, the purposeful infliction of pain or 
confinement as punishment for an offence that was historically used was 
banned in 1996 (Hyman & Perone, 1998:17; South African Schools’ Act, 
1996:2A11-2B24; Morrell, 2001:292;  Mukhumu, 2002:1;  Abolition of 
Corporal Punishment, 1997).  The abolishment of corporal punishment in 
schools implies that teachers, who do not comply with this prohibition, might 
have to face charges of assault.  This created a serious problem for teachers 
in South Africa, as teachers became increasingly frustrated with the 
decreasing level of disciplined learner behaviour (Wevers & Steyn, 2002:209; 
Faculty of Education, 2000:4:  Department of Education, 2000:2-3).  
Mukhumu (2002:1) confirms that some teachers are of the opinion that 
corporal punishment served as a deterrent that lead to a more conducive 
learning environment.  This, in itself, prevented the deteriorating levels of 
learners’ discipline.  
 
Attempts to control learners who are difficult, disruptive and disrespectful 
have long been a problem for many teachers, hence their reliance on corporal 
punishment (Gold & Roth, 1993:36; Savage, 1991:3; Human Rights Watch, 
2004:¶2).  Teachers are expected to be assertive in their behaviour whilst 
they are in a position of not knowing how to behave or what to do in the 
absence of corporal punishment (Morrell, 2001:293; Wevers & Steyn, 
2002:209; Carl & Johannes, 2002:165).   
 
The suspension or exclusion of the learners who are experienced as being 
disruptive from the classroom seemed not to guarantee the resolution of the 
disciplinary problems in the class.  McManus (1989:174) explains that whilst 
one learner may be suspended or excluded from the classroom, another 
learner or learners might continue the behaviour that is regarded as 
problematic by the teacher. 
 
Although violent behaviour at school by both teachers and learners is known 
to have serious disciplinary and legal repercussions (South African Schools’ 
Act, 1996:2A; Employment of Educators’ Act, 1998:3A;  Marsh & Hall, 2002), 
the less tangible forms of aggressive behaviour, such as intimidation, 
humiliation and verbal abuse seem not to be perceived as similarly serious, 
and therefore, seldom enjoy the same measures of investigation and 
protection (Galen & Underwood, 1997:589,598).  By working within the 
education sector and doing extensive fieldwork in schools within the Gauteng 
Province, the researcher became aware that teachers complain progressively 
more about learners’ unacceptable and aggression-related behaviour.  The 
teachers mostly cited incidences of physical violence, verbal abuse, 
intimidation and disrespect.   
 
Literature relating to aggression and violence within the school context 
implies that teachers are expected to abdicate their own rights as people (San 
Diego State University, 2000:2).  This raises a concern as teachers are 
expected to be assertive in their behaviour, whilst they are requested to 
abdicate their own rights as people in the very contexts where assertive 
behaviour is critical.  A situation is thus created where neither teachers, nor 
learners are provided with the opportunity to portray assertive behaviour 
styles.  Assertive behaviour portrayed by both teachers and learners is 
expected to create a climate within the school context that is typified by self-
respect and respect for others within which both learners and teachers feel 
happy and secure (Zagnoev, 1983:29; Zagnoev, 1986:7-8; Hicks, 1987:14;  
Chang, 2003:535-6).   
 
In teachers’ efforts to acquire skills that will facilitate the effective 
management of anger and aggressive behaviour in their schools and classes, 
guidelines were developed in the literature to address aggression at schools, 
especially aggressive students (D’Andrea & Daniels, 1996:58-63; Colvin, 
Ainge & Nelson, 1997:48-50; Larson, 1998: 284-290).  Unfortunately, most of 
these guidelines only focus on the emotional and other needs of the learners, 
excluding the needs of the teachers and other school-based staff (Smith-
Myles, 1994:57-62).  In the past, research projects neglected issues 
pertaining to aggression experienced by teachers within the secondary school 
context; hence the management of aggression by teachers is seldom 
addressed in the literature.  
 
It was in many instances the teachers who were the guardians of knowledge, 
the authorities in the teaching and learning situation, who controlled learners 
through the use of the cane (Mukhumu, 2002:2).  The belief has existed 
amongst teachers that the pain inflicted during corporal punishment helped 
learners to refrain from repeating inappropriate behaviour (Department of 
Education, 2000:1).  Tauber (1999:50) states that corporal punishment further 
served as a deterrent, or lesson for other learners not to repeat the same type 
of unacceptable behaviour. Hyman (Hyman & Perone, 1998:18) states that 
the resistance to eliminate corporal punishment in schools reflects our 
ambivalence regarding punishment, versus prevention and rehabilitation, as 
responses to misbehaviour  
 
Bauer and Dubanoski (1990:3) as well as Porteaus and Vally (Department of 
Education, 2000:6) argued against the use of corporal punishment as they 
were of the opinion that it leads to increasing absenteeism, tardiness, truancy 
and drop-out from school, and therefore, does not achieve the desired culture 
of learning and teaching.  Collier (1998:163) provides alternative strategies 
which a teacher can use to demand acceptable learner behaviour at school 
such as detention or the deprivation of learner privileges. 
 
Continuous exposure to aggression-related behaviour that is specifically 
targeted at teachers increases the levels of stress teachers endures (Scherer 
et al. 1990:3-4).  Teachers experience this phenomenon as disconcerting 
because their relationship with learners is at the heart of their intrinsic 
motivation as teachers (Huberman, 1993:251).  In addition Abrams and Segal 
(1998:10) relate that aggressive behaviour in the learning environment is 
likely to result in increased levels of negative experiences, such as stress and 
frustration.   
 
Aggression in the workplace, including schools, has emerged as an important 
safety and health issue in today’s working environment.  Lorgat (Govender, 
2002:2) stated; “Assaults on teachers violate their fundamental right to work 
in a safe environment.  It is the prerogative of the Education Department to 
make sure the teachers’ place of work is safe, but that assaults on teachers 
are unfortunately not uncommon”.  Physical attacks on teachers are too often 
dismissed as something that they have to deal with when it happens.  It is 
often accepted that teachers should consider themselves fortunate if they 
have not been assaulted and reiterates the fact that effective teaching and 
learning is challenging when teachers and learners feel physically, 
emotionally and psychologically unsafe and insecure (Tern, 1999:1;  Ramsey, 
1994:7). 
 
Whilst public concern for aggressive behaviour at secondary schools in 
Gauteng is escalating, contextualised research, relating to this issue is 
seriously lacking.  This coincides with the question McCarthy (1992:6) posed; 
“If peace is what every government says it seeks, and peace is the yearning 
of every heart, why aren’t we studying it and teaching it in schools?”   
 
This research study forms part of a long-term, national special project, 
exploring aggression in Secondary Schools which is sponsored by the 
National Research Foundation.  In view of future research, the researcher 
and Snyman (2005) decided to conduct the research within the same period, 
at the same school, although her research focus on the development of a 
Psycho-Educational Programme, to facilitate the mental health of learners at 
a secondary school who experience aggression. 
 
1.2  PROBLEM STATEMENT 
 
Anger and violence obstruct the establishment of a positive environment for 
optimal teaching and learning as well as intensify levels of stress and 
frustration for both teachers and learners (Wilde, 1995:2).  Internationally, the 
existence of aggression, especially the aggression learners have towards 
peers, school staff and school property, is a current issue in the media and of 
great concern to civil society (Larson, 1998:283).   
 
The perceived lack of discipline in schools is regarded as major reason for 
teachers to abandon the teaching profession (Gold & Roth, 1993:6; Lemmer, 
1999:89).  The lack of discipline is associated with learners’ disruptive 
behaviour and often refers to aggression-related experiences or behaviour at 
school (Archer & Browne, 1989:11).  Although aggression-related behaviour 
is regularly equated to violence, because it usually refers to hurt and the 
violation or abuse of persons or property, it refers to behaviour, emotions and 
attitudes that hurt people, property of relationships (Hicks, 1987:31). 
 
In the past psychologists were of the opinion that aggression is largely an 
inborn characteristic, which is present in all living beings (Huesmann, 1994:9).  
In the last fifty years, literature reflected the learning of aggression 
increasingly to manage or solve interpersonal problems or conflicts.  The 
implication is that it is believed that what has been tutored can be untutored 
and new ways of behaving can be acquired (Huesmann, 1994:9). 
 
The increase in disruptive behaviour at schools seems to be universal, 
(Zagnoev, 1983:1; McManus, 1989:7-8; Wilde, 1995:1; Arunima, 1994:104) 
which confirms Smith & Furlong’s (1998:202) opinion that the prevalence of 
anger in schools is an inevitable part of school life – as it is in any other social 
context.   
 
With the transformation of education in South Africa, the constitutional rights 
of children were declared as “of paramount importance in every matter 
concerning the child” (Constitution, 1996, Chapter 2 (28)(2)).  Subsequent to 
the adoption of the South African Constitution where it is declared that “every 
child has the right to be protected from maltreatment, neglect, abuse or 
degradation” (Constitution, 1996, Chapter 2, Section 28(1)(d)) the National 
Department of Education banned corporal punishment from all schools 
(Abolition of Corporal Punishment Act, 1997).   
 
In the absence of teacher empowerment to acquire alternative disciplinary 
strategies, teachers found themselves in a position of not knowing how to 
assert themselves and ensure discipline at school in the absence of corporal 
punishment (Morrell, 2001:293; Wevers & Steyn, 2002:209; Carl & Johannes, 
2002:165).  A situation emerged where neither teachers, nor learners 
demonstrated assertive behaviour styles which was expected to create a 
climate of self-respect and respect for others within which both learners and 
teachers feel happy and secure (Zagnoev, 1983:29; Zagnoev, 1986:7-8; 
Hicks, 1987:14).   
 
In view of the constitutional rights of children, South African teachers are 
continually urged to assist with the fostering of a new and thriving culture of 
learning and teaching, in which learners are free from all forms of abuse at 
schools (Mecoamere, 2002:6).  This educational task is expected of teachers 
although Harber (Munusamy, 2000) states that they are expected to deal with 
serious problems of violence whilst executing their core duties as teachers.   
 
In teachers’ efforts to acquire skills that will facilitate the effective 
management of anger and aggressive behaviour in their schools and classes, 
guidelines were developed to address aggression at schools, especially 
aggressive students (D’Andrea & Daniels, 1996:58-63; Colvin et al. 1997:48-
50; Larson, 1998: 284-290).  Unfortunately most of these guidelines only 
focus on the emotional, developmental and educational needs of the learners 
and exclude the needs of the teachers and other school staff (Smith-Myles, 
1994:57-62).   
 
Aggression experienced by teachers within the South African secondary 
school context are reflected and reported in literature in a limited way.  The 
researcher experienced that literature relating to relevant and contextualised 
research projects as well as the management of aggression-related behaviour 
at secondary schools are limited.  
 
By working within the education sector and doing extensive fieldwork in 
schools within the Gauteng Province, the researcher realised that teachers 
increasingly complained about the unacceptable and aggression-related 
behaviour of learners.  The teachers mostly described experiences of 
physical violence, verbal abuse, intimidation and attitudes embodying the 
learners’ disrespect towards the teachers.   
 
Physical safety as well as the promotion of mental wellbeing in the workplace, 
including schools, has emerged as an important issue in today’s working 
environment, including schools.  It is thus assumed that teachers should also 
enjoy their basic right to safety and dignity.  Unfortunately these basic human 
rights of teachers are violated on a continuous basis whilst it is the 
responsibility of the Education Department to ensure that staff work in a safe 
environment (Govender, 2002:2).  The researcher found that, whilst public 
concern for aggressive behaviour at secondary schools in Gauteng is 
escalating, contextualised research related to this issue is lacking.   
 
Nutting and Green (Dunn, Norton, Stewart, Tudiver & Bass, 1994:154) 
acknowledge that research is driven by researchable questions.  The 
researcher formulated the research questions in terms of the purpose of the 
study as well as the problem statement.  The two research questions are as 
follows: 
 
- How do teachers in a secondary school experience aggression? 
 
- What can be done to assist teachers who experience aggression in a 
secondary school? 
 
 
1.3   PURPOSE OF THE STUDY 
 
The purpose of the study is to develop, implement and evaluate a Psycho-
Educational Programme to facilitate the mental health of teachers who 
experience aggression in secondary schools. 
 
1.4     PARADIGMATIC PERSPECTIVE 
 
It is acknowledged that researchers have different paradigms, views and 
understandings in terms of issues they research (Bass, Dunn, Norton, 
Stewart & Tudiver, 1993165).  Neuman (2000:515) defines a paradigm as a 
general organising framework for social theory and empirical research, which 
includes basic assumptions, major questions to be answered, models of good 
research practice and theory, and methods for finding the answers to 
questions.  It is thus a whole system of thinking, a basic orientation to 
research and theory – the window through which the researcher views the 
world (Neuman, 2000:65; Lo Biondo-Wood & Haber, 1994:49; Bailey, 
1994:26).  Paradigms therefore influence the identification of researchable 
problems, the most relevant research methods, as well as the appropriate 
techniques by which data is collected, analysed and interpreted (Parahoo, 
1997:39).  
 
In order to clarify the researcher’s understanding of the concepts related to 
the research, the meta-theoretical assumptions, theoretical assumptions and 
methodological assumptions relevant to this research study will be discussed. 
 
 
 
 
1.4.1 Theoretical and meta-theoretical assumptions 
 
Meta-theoretical assumptions refer to the researcher’s own view of concepts; 
thus the theory about theory (Morrow & Brown, 1994:46; Leedey & Ormrod, 
2001:147).  On the other hand, theoretical assumptions or paradigms are 
orientations of looking at a specific phenomenon.  In an effort to clarify critical 
issues, they are defined within a specific framework (Neuman, 2000:59).  The 
purposeful exploration of a research problem involves the identification of a 
theoretical framework on which to base all research activities (Terre Blanche 
& Durrheim, 1999:18; Lo Biondo-Wood & Haber, 1994:157).   
 
For the purpose of this research, the following theoretical and meta-
theoretical assumptions are clarified in relation to the following constructs:  
 
1.4.1.1 The teacher or educator 
 
According to the South African Schools’ Act, (1996:2A3) an educator is 
defined as any person, excluding a person who is appointed to exclusively 
perform extracurricular duties, who teaches, educates or trains other persons, 
or who provides professional educational services, including professional 
therapy and education psychological services at a school.  The word educator 
is synonymous with teacher.   
 
The researcher prefers to use the word “teacher” and views a teacher as an 
appropriately qualified person who provides professional educational services 
to learners of any age, in any acknowledged school setting. 
 
 
 
1.4.1.2 Aggression 
 
Aggression is defined as that form of human behaviour, which is undesirable, 
antisocial, influential and directed with the intention of harming or injuring 
other living beings and/or their property (Arunima, 1994:63; Krüger, Rech & 
Van Staden, 1993:9).  Anderson and Bushman (1997:23) expands the 
definition of aggression and indicates that the third key feature of aggression 
is the fact that the perpetrator expects that the harmful behaviour will have the 
desired or intended effect.  These types of aggression are usually categorised 
in terms of verbal aggression, non-verbal aggression, physical aggression 
and emotional aggression (Anderson & Bushman, 1997:23). 
 
1.4.1.3 Psycho-Educational Programme approach 
 
Psycho-education aims to empower people in the development of strategies, 
in order to cope with the emotional and behavioural challenges they 
experience in daily living.  It is thus supportive of mental health by providing 
individuals with the opportunity to gain understanding of the problem they 
experience, as well as possible strategies that can be employed to address it 
effectively (Psycho-Educational Counselling Services Inc., 2002:2-7).  The 
approach is based on the principle of a programme, promoting the learning of 
skills to facilitate psychological well-being.   
 
1.4.1.4 Secondary school 
 
A secondary school refers to a learning institution that accommodates 
learners from Grade 8 to Grade 12.  Considering the concession of three 
years, the ages of learners at secondary schools range between 13 and 21 
years (South African Schools’ Act, 1996:2A24).   
 
1.4.1.5 Facilitate 
 
The facilitation of meetings, development programmes and Psycho-
Educational Programmes allows a person or persons to assist a group of 
people to resolve or deliberate an issue or a problem by themselves and for 
themselves.  The facilitation process is therefore regarded as a mechanism 
for group dynamics, where the focus is on transferring the locus of control 
from the facilitator to the participant (Hobbs, 1992:1).  It further promotes pure 
and holistic growth by providing a structured framework for group 
development (Rooth, 1995:3). 
 
1.4.1.6 Coping with aggression in order to facilitate mental health 
 
The Canadian Mental Health Association (2005) and the World Health 
Organisation (2004:12) regard mental health as important as physical health.  
Holmes (2005) is of the opinion that it seems easier to define mental illness 
than to define mental health, although the Canadian Mental Health 
Association (2005) is of the opinion that even people with mental illness can 
experience good mental health.  This statement is echoed by the constitution 
of the World health Organisation (2001) where health is defined as follows; 
“Health is a state of complete physical, mental and social well-being and not 
merely the absence of disease or infirmity”.  Mental health refers to a state in 
which people behave fully functional and are able to adjust and adapt to 
certain contexts (Reber, 1985:434).   
 
 
Some of the characteristics which are ascribed to mental health are: 
 
- The ability to enjoy life:  The ability to enjoy life is viewed as a critical 
attribute of mental health (Holmes, 2005); 
 
- Resilience:  The ability to pull through from difficult times or difficult 
situations.  Resilient people also tend to cope better with the normal 
stresses of life (Holmes, 2005;  World Health Organisation, 2001;  World 
Health Organisation, 2004:19); 
 
- Balance:  According to Holmes (2005) balance in all aspects of life seems 
to result in greater mental health (Holmes, 2005).  The Canadian Mental 
Health Association (2005) and the World Health Organisation (2004:12) 
state that the ability to strike a balance in all aspects of one’s life eludes to 
a person’s social, physical, spiritual, economic and mental health; 
 
- Flexibility:  Mentally healthy people are flexible; to the extent that they 
allow themselves to experience a range of emotions.  Flexible people are 
further able to adjust to required expectations or anticipated levels of 
performance (Holmes, 2005);  
 
- Self-actualisation:  The ability to progress in the process to achieve one’s 
own potential (Holmes, 2005;  World Health Organisation, 2001);  and, 
 
- Contributing to the community:  The ability to make a positive contribution 
to the community (World Health Organisation, 2004:12).   
 
It is acknowledged that mental health is influenced by day-to-day experiences 
in each individual’s world and life, such as school, church, family, in the 
community, as well as at work (World Health Organisation, 2004:13).  Valiant 
(World Health Organisation, 2004:14) motivates this statement as follows; 
“What is healthy sometimes depends on geography, culture, and the historical 
moment.  Whether one is discussing state or trait, also needs to be clear” and 
continues to advocate that;  “common sense should prevail and certain 
elements have universal importance to mental health;  just as despite every 
culture differing in its diet, the importance of vitamins and the four basic food 
groups is universal”. 
 
1.4.1.7 Experiential learning programme development 
 
Experiential learning is built on four pillars, namely:  awareness, reflection, 
experience and involvement of the whole-self (Hobbs, 1992:1).  The learning 
process thus provides or initiates certain activities or learning opportunities 
that have the potential to create awareness, allow opportunity for reflection, 
personalised experience; but also involve the whole person in the educational 
process.  Each stage of the experiential learning cycle, namely:  experiencing, 
sharing, interpreting, generalising and application aims at the ultimate goal of 
increasing the options available to a person in the face of new but similar 
situations, whilst drawing on the personal life experiences of the participating 
members (Rooth, 1995:4).  The development of a Psycho-Educational 
Programme should be tailor-made to address the specific needs of the 
individuals, community or group as it is acknowledged that every person 
knows himself or herself best and that every community or group is most 
familiar with the dynamics within the community or group.  To ensure the 
efficacy of the developed Psycho-Educational Programme, it is critical that the 
impact of the programme is evaluated; this will allow the programme 
developer to adjust the content, principles or facilitation of the programme in 
order to meet the set outcomes.   
 1.4.1.8 Phenomenology 
 
Phenomenological psychologists emphasise that they operate from a 
framework of the explicit study of humans as they live and relate to each 
other (Van der Zalm & Bergum, 2000:212).  The phrase “being-in-the-world” 
is the most fundamental concept of the phenomenological psychology (Du 
Toit, 1988:216).  It is therefore important to understand how humans exist in 
the world and how humans perceive the world – projection to the world and 
reflection to the self (Van der Zalm & Bergum:212).  Human beings live in 
three interrelated modes of existence in the world, namely the world around 
them, the world of relationships with other human beings and lastly, their own 
world (Du Toit, 1988:217).  In the phenomenological framework, researchers 
will attempt to interpret and understand, rather than observe and explain 
(Morse, 1991:56). 
 
The researcher agrees that the phenomenological theory attempts to 
understand human beings in their every-day life, acknowledging the 
interrelationship of living in the world around us, living in a world of 
relationships with other people as well as living in one’s own world (Du Toit, 
1988:217). 
 
1.4.2 Methodological assumptions 
 
Methodology refers to the approach that would be followed in researching a 
specific problem (Creswell, 1994:1).  It focuses on the way the data would be 
gathered.  Methodological assumptions identify and describe the researcher’s 
philosophy in terms of the purpose of the study, as well as the method and 
criteria that will ensure trustworthiness (Bailey, 1994:34; Terre Blanche & 
Durrheim, 1999:6; Neuman, 2000:59) 
 
Psycho-Educational Programme development is a workplace / practice-
oriented field of study focused at addressing aspects regarding the 
educational world.  For the purpose of this study, the utilised methods have to 
be functional and appropriate.   
 
The initial stage of the research will comprise a situation analysis to 
qualitatively explore, describe and understand teachers’ experiences of 
aggression in a secondary school.  During this phase, the researcher will 
conduct an explorative, inductive and descriptive investigation by means of 
individual interviews with teachers.  These phenomenological interviews will 
be conducted within the framework of qualitative research.  A relevant 
conceptual framework and subsequent Psycho-Educational Programme will 
be developed in terms of the situation analysis. 
 
Teachers who experience aggression in a secondary school will participate in 
a quasi experiment in order to ascertain the relevance and effectiveness of 
the developed Psycho-Educational Programme to facilitate their mental 
health.  The teachers sampled for the experimental group will be exposed to 
the Psycho-Educational Programme whilst the teachers who were sampled 
for the control group will participate in the control group.  The impact of the 
Psycho-Educational Programme on the experimental group will be compared 
with the change that occurred with the implementation of the Placebo 
Programme of the control group (Leedy & Ormrod, 2001:229).  The true or 
quasi experiment will be conducted within a quantitative framework. 
 
The methodological assumption will affirm the two principles that are followed 
in research practice as science, namely logic and justification.  The logic and 
justification of the study will further be reflected in the research design and 
method to be followed. 
 
1.5 RESEARCH DESIGN AND METHOD  
 
The development of the research design and method allows for a precise, 
detailed and accurate plan of the research project (Leedy, 1993:109).  
Although a detailed discussion of the intended research design and method 
will follow in Chapter Two, the broad research design and methods, as well as 
the implied ethical measures and measures to ensure trustworthiness, will be 
presented in the following section. 
 
1.5.1 Research design  
 
The essential purpose of the research design is to specify and combine the 
key elements and methods of the planned research in such a way that it will 
ensure maximum trustworthiness of the study (Terre Blanche & Durrheim, 
1999:32,312).  The research design contains the structure and strategy of the 
research (Smit, 1985:26).  It is regarded as the blue print or detailed plan of 
how the research is going to take place, to ensure that the data collection 
takes place as effectively as possible (De Vos, 1998:123).  As a measure to 
ensure the efficiency of the research process, the research design addresses 
the following dimensions; the purpose of the study, the theoretical 
assumptions, the context in which the research will take place, as well as the 
research methodology and techniques (Terre Blanche & Durrheim, 2000:32).   
 
The research design of this study is aligned to the processes of programme 
development, namely situation analysis, programme development, 
programme implementation and programme evaluation.  It comprises a 
qualitative, exploratory, descriptive, contextual and evaluative design, 
concluding with an element of quantitative research (Cresswell, 1994:145-
147).   
 
In step 1 and 2 of the research design, the situation analysis and programme 
development will be conducted in the framework of qualitative research.  
Steps 3 and 4 encompass the implementation and evaluation of the Psycho-
Educational Programme, as well as the Placebo Programme.  The evaluation 
of the developed Psycho-Educational Programme will be based on the 
quantitative research framework as a quasi experiment.   
 
Table 1.2 reflects a summary of the research design with a specific focus on 
the purpose of the study, the data collection and data analysis. 
 
1.5.2 Research method 
 
A research method is the operational framework that will guide the research 
process (Leedy, 1993:121).  The research method will be aligned to 
programme development, programme implementation and programme 
evaluation.   
 
1.5.2.1 Situation analysis 
 
In terms of the planned element of qualitative research, the research methods 
that can be utilised are the following:  observation, interviews, field notes, the 
use of documents and audio-visual material.  It is essential that the research 
methods comply with the universal ethical measures; for example, informed 
consent (Leedy & Ormrod, 2001:158).  For the purpose of this study the 
research methods that will be used are individual interviews.  The situation 
analysis is regarded as an inductive approach to research and is therefore a 
contextual, exploratory and descriptive process. 
 
Table 1.2 Research Design 
STEP PURPOSE DATA COLLECTION DATA ANALYSIS 
1 Situation analysis:  
• Explore and describe 
teachers’ experience of 
aggression in secondary 
schools 
• Individual 
interviews 
• Field notes 
• Literature control 
Tesch’s descriptive, 
systematic and 
qualitative approach to 
data reduction (Creswell, 
1994:154-156). 
2 Programme development: 
• Conceptual framework within 
an educational approach 
based on principles of 
experiential programme 
implementation 
• The development of a 
Psycho-Educational 
Programme to facilitate the 
mental health of teachers 
who experience aggression 
in a secondary school 
  
3. Programme implementation: 
• Present the developed 
programme to the 
experimental group and a 
placebo programme to a 
control group 
• Field notes  
4. Programme evaluation: 
• Measure the impact of the 
Psycho-Educational 
Programme by means of a 
quasi experiment 
• Questionnaire:  
Pre-test and post-
test 
• Cronbach Alpha 
• Kolmogorov-Smirnov 
• Effect size 
• Student-t 
• Levene’s test 
 1.5.2.2 Programme development 
 
The development of a relevant, appropriate and effective Psycho-Educational 
Programme to facilitate the mental health of teachers, who experience 
aggression in a secondary school, is reliant on the outcome of the situation 
analysis, because the situation analysis will inform the development of the 
conceptual framework.  The researcher will develop the conceptual 
framework within an educational approach and according to the principles of 
experiential learning. 
 
1.5.2.3 Programme implementation 
 
The programme implementation will be part of the quasi experimental design, 
where an experimental group and a control group is involved (De Vos, 
1998:134).  Both of the mentioned groups will be selected according to the 
random sampling method.  Teachers that participated in the individual 
interviews will not be sampled for either of these groups so as to prevent 
contamination of the experimental sample population.   
 
The experimental and control group will participate in a pre-test by completing 
a pre-test questionnaire.  The experimental group will then be exposed to the 
developed Psycho-Educational Programme to facilitate the mental health of 
teachers who experience aggression in secondary schools.  The issues that 
will be addressed in the intervention programme will be based on the 
identified themes and categories emanating from the situation analysis.  The 
control group will be exposed to a Placebo Intervention Programme, which 
structurally, will be similar to the Psycho-Educational Programme.  
 
1.5.2.4 Programme evaluation 
 
The researcher decided to evaluate the effectiveness and appropriateness of 
the Psycho-Educational Programme according to the quantitative research 
approach (Mouton, 2001:160).  Quantitative research is defined as an enquiry 
into a social or human problem, based on testing a theory composed of 
variables, measured with numbers and analysed with statistical procedures 
(Creswell, 1994:2; Parahoo, 1997:53).  This quantitative research process, as 
part of the study, operates within the deductive model methodology of fixed 
and set research objectives.  The researcher is convinced that this means of 
evaluation is relevant to the field of study and will increase the scientific value 
of the research (Morse & Field, 1996:182).    
 
For the purpose of this study, step 4 of the research project aims at 
ascertaining the effect of the Psycho-Educational Programme by using the 
quasi experimental design (Bailey, 1994:239).  The researcher will ensure 
that the data that is generated is analysed appropriately by means of 
continual consultation with the study leaders and statisticians (Buckeldee & 
McMahon, 1994:93).   
 
Mouton (2001:108) states that the analysis of the data aims at understanding 
its various constitutive elements, through an inspection of the relationships 
between concepts, construct or variables and to see whether there are any 
trends that can be isolated or identified in order to synthesise the data into 
larger coherent wholes. 
 
 
 
 
1.5.3 Trustworthiness 
 
Smith (1997:303) defines trustworthiness as the term that is used to assess 
the truth-value of qualitative research.  It gives the reader confidence in the 
findings, as it suggests that the research has been conducted in a sound 
manner.  Although trustworthiness is perceived as being synonymous with 
qualitative research, the principle assumption that the research has been 
conducted in a sound and scientific manner can also be transferred to 
quantitative research.  To ensure the trustworthiness of the research process, 
including the qualitative and quantitative element, Guba’s strategies of 
applicability, consistency, truth-value and neutrality will be applied (Terre 
Blanche & Durrheim, 1999:61-64;  Krefting, 1991:215; Myburgh & 
Poggenpoel, 1995:4-9).   
 
Applying the strategies as outlined in Table 1.3 will ensure adherence to the 
four criteria of trustworthiness. 
 
Table 1.3 Trustworthiness:  Criteria and strategies 
Strategies to be applied  Criteria of 
trustworthiness 
Qualitative research Quantitative research 
Truth value Credibility Internal validity  
Applicability Transferability External validity / Generalisability 
Consistency Dependability Reliability 
Neutrality Confirmability Objectivity 
 
 
 
1.5.4 Sampling 
 
Sampling refers to the procedure for selecting a sample from the targeted 
research population (Smith, 1997:303).  It implies that a sample or sub-group 
of the population is selected and used in the research study (Smit, 1985:200).  
The significance of appropriate sampling for the specific purpose of a study is 
that the researcher is in a better position to conclude that the study results are 
transferable or generalisable to the entire population and context where the 
study was undertaken (Wilson, 1993:172).   
 
The targeted population for the purpose of this research is the total number of 
teachers in a secondary school within the Gauteng province of the Republic 
of South Africa.   
 
In terms of the sampling for the situation analysis, individual 
phenomenological interviews will be conducted as part of the situation 
analysis until the researcher regards the data as saturated.  Teachers will be 
sampled purposefully to represent teachers on a variety of levels in terms of 
teaching experience and management.  The researcher is of the opinion that 
the purposeful sampling of teachers participating in the situation analysis will 
add to the richness of the collected data (De Vos, 1998:255;  Smit, 1985:178). 
 
In step 4 of the research design; programme evaluation, participants from the 
school where the Psycho-Educational Programme will be implemented will be 
randomly selected to the experimental group whilst the participants where the 
Placebo Programme will be implemented will be randomly selected to the 
control group (De Vos, 1998:197;  Daly, Kellerhear & Gliksman, 1997:22). 
 
 
1.5.5 Ethical measures 
 
De Vos (1998:24) defines ethics as follows:  “Ethics is a set of moral 
principles that are suggested by an individual or group, are subsequently 
widely accepted, and which offer rules and behavioural expectations about 
the most correct conduct towards experimental subjects and respondents, 
employers, sponsors, other researchers, assistants and students”.  Neuman 
(2000:2) states that social research is an exciting process of discovery that 
requires persistence, personal integrity, tolerance for ambiguity, interaction 
with others and pride in doing quality work. 
 
The Democratic Nurses Organision of South African (1998:2) defines ethics 
as the science of criteria, norms and values for human action and behaviour.  
With the development of the criteria, norms and values in terms of the desired 
conduct, the designated people will engage with, reflect on and analyse 
morals in order to categorise behaviour as either good or bad.  The 
delegation further explores how the behaviour influences the basic quest for 
meaning, the search for humanity as well as the attempt to create a caring 
society.  The purpose with discussions of this nature is to protect human 
dignity and to promote justice, equality, truth and trust.  In terms of morality, 
the ethics of research therefore concerns itself with what is regarded as right 
and wrong in terms of the research.  It is imperative that the researcher’s 
behaviour is regarded as morally acceptable (Mouton, 2001:238).  Terre 
Blanche and Durrheim (1999:66) summarise concepts related to ethics in 
three principles, namely autonomy, goodwill and constructiveness. 
 
The researcher is committed to the measures and morals in relation to 
professional ethics, accountability and the research participants (Bailey, 
1994:454), which are summarised in table 1.4. 
 1.5.5.1 Professional ethics 
 
The ultimate goal of this study is to attempt to explore and describe teachers’ 
experience of aggression in a secondary school during the situation analysis.  
The themes and categories identified during the situation analysis will inform 
the conceptual framework of the Psycho-Educational Programme to facilitate 
the mental health of teachers who experience aggression in secondary 
schools.  The Psycho-Educational Programme will subsequently be 
implemented and evaluated.   
 
Table 1.4  Summary of ethical measures 
Ethical measures 
Professional ethics • Integrity in research 
• Presenting the authentic data and results 
• Recording of researcher’s data 
• Acknowledgement of all sources of information 
Accountability • Informing relevant parties about the research 
• Disseminate the research results appropriately 
• Honour the responsibilities to bursary institutions 
Research participants • Human rights 
• The participant as a person 
• Participants’ right to privacy 
• Participants’ right to anonymity and confidentiality  
• Participants’ right to informed consent 
• Participants’ right not to be harmed in any manner 
 
 
The measures implemented in terms of professional ethics are: 
 
- Integrity in research:  The researcher will attempt to bracket her 
personal beliefs and experiences and to maintain integrity during the 
conduct of the research, by adhering to the highest possible standards 
and professionalism (Mouton, 2001:240;  Leedy & Ormrod, 2001:108;  
Du Toit, 2000:38).  She regards herself as competent and skilled to 
undertake the research she has in mind and she will refrain from 
making value judgments (De Vos, 1998:31; Terre Blanche & Durrheim, 
1999:69; Democratic Nurses Association of South Africa, 1998:1-7).  
The researcher will report on the purpose of the study, the related 
theories, the research design and method.  The findings will also be 
presented fully without any intentional misrepresentation of results in 
any way (Smit, 1985:1; Neuman, 2001:376; Democratic Nurses 
Association of South Africa, 1998:1-7); 
 
- Presenting the authentic data and results:  The authentic data and 
results will be presented as collected during the research process.  
Under no circumstances will the data or observations be fabricated or 
falsified (Mouton, 2001:24; De Vos, 1998:27;  Leedy & Ormrod, 
2001:108); 
 
- Recording of researcher’s data:  The researcher will disclose the 
research design and methods, techniques and analysis that were 
utilized (Mouton, 2001:240).  The data will also be available to other 
scientists, providing that the necessary confidentiality and anonymity is 
adhered to;  and 
  
- Acknowledgement of all sources of information:  All sources of 
information that were utilized will be acknowledged in writing, thereby 
refraining from plagiarism (Mouton, 2001:241). 
 
1.5.5.2 Accountability 
 
The researcher acknowledges her responsibility to be accountable to the 
relevant institutions and society, as they support the research process 
through funding and accessibility to do the research (Mouton, 2001:242).  The 
researcher will therefore commit herself to responsibilities in terms of 
informing relevant parties about the research, to disseminate the research 
results appropriately and to honour the responsibilities she has to the bursary 
institutions (Leedy & Ormrod, 2001:108;  Democratic Nurses Association of 
South Africa, 1998:1-7).   
 
The measures implemented in terms of accountability are: 
 
- Informing relevant parties about the research:  All relevant parties 
will be informed about the nature and the time frames of the research 
process (Mouton, 2001:242; Neuman, 2001:376).  For the purpose of 
this study, the relevant management structures will be consulted, so as 
to ensure that they are fully aware of and consent to the agreed 
research process (Creswell, 1994:148).  Feedback will be provided on 
a regular basis in a format that is mutually agreed upon between the 
researcher, study leaders, principals of the schools and the 
Department of Education.  The participating teachers will be involved in 
the finalization of all arrangements related to the research process, as 
part of demonstrating their consent to the process. 
 
- Disseminate the research results appropriately:  Researchers have 
a responsibility to report their research findings openly and timeously 
to the relevant parties (Mouton, 2001:242; Bless & Higson-Smith, 
2000:12; Leedy & Ormrod, 2001:108; Democratic Nurses Association 
of South Africa, 1998:1-7).  The researcher will disclose all information 
relevant to the research process as well as the findings, by submitting 
a thesis and article that was developed under the auspices of the 
appointed study leaders. 
 
- Honour the responsibilities to bursary institutions:  The researcher 
will adhere to the agreed criteria relating the bursaries received 
(Bailey, 1994:467).  The bursary institutions will be acknowledged in 
the final thesis (De Vos, 1998:32). 
 
1.5.5.3 Research participants 
 
The nature of the intended research involves teachers as participants.  The 
researcher undertakes to adhere to the participants’ rights to privacy, 
anonymity and confidentiality, informed consent and safety (Mouton, 
2001:243).   
 
The ethical measures implemented in terms of the research participants are: 
 
- Human rights:  The participants’ individual rights as human beings will 
be protected (Democratic Nurses Association of South Africa, 1998:1-
7). 
 
- The participant as a person:  The guidelines on ethics for medical 
research demands “respect for the autonomy of the participant, 
whether patient or volunteer”.  It further demands that the participant 
must be treated as an individual within the context of his or her 
community system.  Lastly, it expects that the freedom of choice be 
protected (Democratic Nurses Association of South Africa, 1998:1-7). 
 
- Participants’ right to privacy:  The rights of participants to refuse 
interviews, as well as to answer any questions or questionnaires will be 
respected (Mouton, 2001:243; Leedy & Ormrod, 2001:108).  Teachers 
that decide to participate in the study will be involved in the finalisation 
of arrangements in an attempt to reduce the inconvenience that is 
caused by the research process as far as possible (De Vos, 1998:29; 
Bless & Higson-Smith, 2000:100). 
 
- Participants’ right to anonymity and confidentiality:  Participants 
have a right to remain anonymous throughout the research process as 
well as the reporting thereof (Neuman, 2001:376-377; Terre Blanche & 
Durrheim, 1999:68,70;  Democratic Nurses Association of South 
Africa, 1998:1-7).  The conditions of anonymity apply to the collection 
of data by means of cameras, tape recorders and other data gathering 
devices, as well as to data collected in face-to-face interviews.  
Participants have the option to refuse the use of any data-capturing 
device at any stage (Mouton, 2001:243; Bless & Higson-Smith, 
2000:100). 
 
- Participants’ right to informed consent:  The rationale and purpose 
of the research will be explained to the participants, even if they do not 
regard it as necessary (De Vos, 1998:27;  SA Health Info, 2005:¶1).  
The foreseeable implications of the study process and findings will be 
discussed and contained in the consent form (Dunn et al. 1994:42).  
With reference to obtaining the informed consent of the participants 
prior to the research process, the following guidelines will be adhered 
to (Mouton, 2001:244; Bailey, 1994:458-459; Leedy & Ormrod, 
2001:107): 
 
▫ The necessary approval for the research will be obtained from 
adult participants (SA Health Info, 2005: Adults, para.1); 
 
▫ The researcher will clearly state the institution she represents in 
writing; 
 
▫ The purpose, nature and generic benefits of the research will be 
explained, including the specific benefit the research process 
might bring to the participating teachers and institution (SA 
Health Info, 2005:  Comprehensive consent, para.1); 
 
▫ Participants will be informed that two groups will participate in a 
programme, of which the experimental group will be exposed to 
the developed Psycho-Educational Programme and the control 
group will be exposed to the Placebo Programme (Leedy & 
Ormrod, 2001:231); 
 
▫ The researcher will undertake to protect all participants from any 
harm;  physical, psychological and emotional; 
 
▫ All foreseeable risks will be discussed and the right to withdraw 
from the research process at any stage will be reiterated,  
 
▫ Informed consent will be obtained in writing from the education 
institution, 
 
▫ Participating parties will be debriefed if necessary (De Vos, 
1998:33-34), 
 
▫ Suggestions to improve the research process will be requested 
and implemented where possible (Daly et al., 1997:30-31), 
 
▫ All parties will be assured of the respect for their confidentiality, 
 
▫ Participants will be thanked for their commitment and 
involvement, and 
 
▫ A summary of the research results will be provided to all 
participants through a medium that is mutually agreed upon. 
 
- Participants’ right not to be harmed in any manner:  All participants 
will be informed of the nature of, the reasons for, and the risks of the 
proposed research.  This will allow participants with the opportunity to 
decide whether they want to remain involved or withdraw (Mouton, 
2001:245; Bailey, 1994:472).  The researcher will attempt to address 
the physical, emotional and psychological risk involved in the study, as 
it is imperative that the researcher is ethically obliged to adjust the 
research design, rather than to expose the participants to the faintest 
possibility of physical and/or emotional harm (De Vos, 1998:25; Leedy 
& Ormrod, 2001:107). 
 
 
1.6 DIVISION OF CHAPTERS 
 
The researcher will divide the research report into six chapters that clearly 
reflect the steps followed, according to the research design, whilst it will 
reflect the logic and justification of the purpose and outcome of the research 
process.  The chapters are divided as follows: 
 
Chapter 1: Overview and rationale; 
 
Chapter 2: Research design and method; 
 
Chapter 3: Situation analysis:  Step 1; 
 
Chapter 4: The development of the Psycho-Educational Programme to 
facilitate the mental health of teachers who experience 
aggression in a secondary school:  Step 2; 
 
Chapter 5: Programme implementation and evaluation:  Step 3 and step 4;  
and 
 
Chapter 6: Conclusion, limitations and recommendations. 
 
1.7   CONCLUSION 
 
The overview confirmed the natural desire of teachers to impart skills and 
knowledge with learners whilst they also have a positive influence in the lives 
of the learners.  Unfortunately the prevalence of aggression-related attitudes 
and behaviour at schools contaminates and eats away at these primary aims 
and needs of educators.  Aggression-related incidents and attitudes are 
further cited as one of the major reasons why teachers leave the teaching 
profession. 
 
The rationale of the research is to develop, implement and evaluate a 
Psycho-Educational Programme to facilitate the mental health of teachers 
who experience of aggression in a secondary school as encapsulated in the 
research design.  
 
The research design and method are reflected in four steps.  Step 1 reflected 
in the research design refers to the situation analysis that will be conducted in 
order to ascertain the aspects or areas that have to be accommodated in the 
Psycho-Educational Programme.  Step 2 of the research design describes the 
conceptual framework, educational approach and central concepts that were 
applied in order to develop the Psycho-Educational Programme.  The 
experiences during step 3 of the research design, the implementation of the 
Psycho-Educational Programme are mainly portrayed by means of the 
researcher’s field notes.  The evaluation of the Psycho-Educational 
Programme according to step 4 of the research design concludes the study.   
 
The research design is described within the paradigmatic perspectives; 
educational approach and accommodation of the central concepts in terms of 
meta-theoretical, theoretical and methodological assumptions were also 
described. 
 
Chapter Two describes the research design and research method that will be 
applied in this study in a detailed way. 
CHAPTER 2 
RESEARCH DESIGN AND METHOD 
 
“Architectural planning and research planning have much in common.  Each requires a 
conceptualisation of the overall organisation of a project and a detailed specification of the steps 
to be carried out; only after such planning has occurred can work on the project actually begin.  
For successful completion, a building required plans that are clearly conceived and accurately 
drawn.  A research project should be no less completely visualised and precisely detailed”. 
(Leedy & Ormrod, 2001:91) 
 
2.1 INTRODUCTION 
 
Research methodology refers to the approach that would be followed in 
researching a specific problem, thus describes the research design and 
method to be utilized in this study (Creswell, 1994:1).   
 
Both the research design and method focus on the research process as well 
as the appropriate tools and procedures to be used, in order to ensure that 
the researcher eventually develops, implements and evaluates a Psycho-
Educational Programme to facilitate the mental health of teachers in a 
secondary school who experience aggression (Mouton, 2001:56).  The 
research design and method for this study is presented within the framework 
of programme development; namely situation analysis, programme 
development, implementation and evaluation.   
 
To provide a clear understanding of the research process, the further 
discussion of the research design and method will be dealt with according to 
the qualitative research approach which encompasses step 1 and step 2;  the 
situation analysis and the development of the conceptual framework, as well  
as the quantitative research approach, which includes step 3 and step 4 of 
the research design, namely programme implementation and programme 
evaluation. 
 
2.2 RESEARCH DESIGN 
 
A research design is regarded as the guiding light, indicating how the 
researcher will conduct the study in order to best address the research 
problem or research question (Smit, 1985:26; Schumacher & McMillan; 
1993:31; Merriam, 1988:6).  It focuses on the logic of the research and 
accommodates the nature of evidence that is required to address the 
research question adequately, to ensure maximum trustworthiness of the 
study (Mouton, 2001:49, 55; Parahoo, 1997:143; Terre Blanche & Durrheim, 
1999:32,312; De Vos, 1998:123; Mouton, 2001:49).  The research design 
therefore clarifies the phenomenon to be studied, as well as the envisaged 
approach to be followed (Babbie, 2001:28). 
 
According to Leedy and Ormrod (2001:111) the research design is based on 
four fundamental questions, namely: 
 
- What data are needed? 
 
- Where are the data located? 
 
- How will the data be secured?  and 
 
- How will the data be interpreted? 
 
To ensure the efficacy and trustworthiness of the research process, the 
research design addresses the following dimensions;  the purpose of the 
study, the theoretical assumptions, the context in which the research will take 
place as well as the research methodology and techniques to be followed 
(Terre Blanche & Durrheim, 1999:32).   
 
The research design of this study is aligned to the processes of programme 
development – including situation analysis, programme implementation and 
programme evaluation.  It comprises an exploratory, descriptive and 
contextual design, concluding with an element of evaluative research 
(Creswell, 1994:145-147).  In light of the fact that De Vos (1996:362) views 
intervention as a combined qualitative and quantitative methodology, both 
quantitative and qualitative approaches would be utilised in this research 
project.  It requires the researcher to operate on the premise of different 
methods and to anticipate different outcomes (Bass et al. 1993165).   
 
Table 2.1 reflects the research design with a specific focus on the purpose of 
the study, the data collection methods and processes of data analysis. 
 
Step 1 of the research design, the situation analysis, will be conducted 
according to the qualitative research approach (Terre Blanche & Durheim, 
1999:39).  The researcher will initially conduct individual interviews with 
teachers.  These interviews will endeavour to explore, describe and 
understand the context at the school with relation to their experiences of 
aggression at a Secondary School situated in Gauteng.  The interviews will 
be phenomenological by nature.  The interviews will be concluded when it is 
clear that the data is regarded as saturated.  All interviews will be transcribed 
verbatim, whereafter it will be analysed according to Tesch’s descriptive 
approach of data reduction (Creswell, 1994:154-156).   
Table 2.1:  Research Design 
STEP PURPOSE DATA 
COLLECTION 
DATA 
ANALYSIS 
TRUSTWORTHI-
NESS 
1 Situation analysis:  
• Explore, describe and 
contextualise teachers’ 
experience of aggression 
in secondary schools 
• Individual 
phenomenological 
interviews 
(Parahoo, 
1997:152-153) 
• Field notes 
• Literature control 
• Tesch’s 
descriptive, 
qualitative and 
systematic 
approach to data 
reduction 
(Creswell, 
1994:154-156). 
• Credibility 
• Transferability 
• Dependability 
• Confirmability 
2 Programme development: 
• Conceptual framework 
within an educational 
approach based on 
principles of experiential 
programme 
implementation 
• The development of the 
programme to facilitate the 
constructive management 
of aggression by teachers 
in a secondary school. 
  • Credibility 
• Transferability 
• Dependability 
• Confirmability 
3. Programme 
implementation: 
• Present the developed 
programme to the 
experimental group and a 
placebo programme to a 
control group within the 
context of a quasi 
experiment. 
• Field notes: 
o Observational 
o Methodological 
o Theoretical 
o Personal 
 
 
4. Programme evaluation: 
Measure the impact of the 
Psycho-Educational 
Programme by means of a 
quasi experiment 
• Questionnaire:  
pre-test and 
post-test 
• Field notes 
• Cronbach-
Alpha 
• Kolmogorov-
Smirnov 
• Student-t 
• Levene’s test 
• Internal validity 
• External validity / 
Generalisability 
• Reliability 
• Objectivity 
Key:  Qualitative research approach  Quantitative research approach 
Field notes comprising observational notes, theoretical notes, methodological 
notes and personal notes will also be kept during this process (De Vos, 
1998:285;  Leedy, 1993:186). 
 
Step 2 will be the process where a Psycho-Educational Programme to 
facilitate the mental health of teachers who experience aggression in a 
secondary school will be developed;  after a conceptual framework has been 
established and the interrelationships of the central concepts have been 
identified.   
 
The nature, content and extent of the Psycho-Educational Programme will be 
based on the themes and categories identified during the situation analysis as 
per step 1 of the research design.  The duration of the Psycho-Educational 
Programme will not exceed 4-6 sessions of 90 minutes each.  At the same 
time, a Placebo Programme will be developed.  Although the Placebo 
Programme will simulate the structure and nature of the Psycho-Educational 
Programme, the content of the Placebo Programme will be selected so as not 
to directly address any of the issues that are accommodated in the Psycho-
Educational Programme.   
 
Steps 3 and 4 comprise the implementation and evaluation of both the 
Psycho-Educational Programme as well as the Placebo Programme, 
according to the criteria of a quasi experiment.  The nature and content of the 
Psycho-Educational Programme will be based on the findings of the situation 
analysis.  The nature and structure of the Placebo Programme will be similar 
to that of the Psycho-Educational Programme, although the content will not 
be directly related to the field of study.   
 
Although steps 3 and 4 are independently presented in the research design, it 
is inevitable that these two steps will intertwine.  The experimental group and 
control group will be sampled in Step 3.  Before the onset of the programme 
implementation, both groups will complete the same questionnaire as part of 
a pre-implementation test.  Subsequently, the experimental group will be 
exposed to the Psycho-Educational Programme, whereas the control group 
will be exposed to a Placebo Programme.  Field notes will be kept continually.   
 
Step 4 concludes the research process where the impact of the developed 
Psycho-Educational Programme is evaluated (Gelfand & Drew, 2003:60).  
The participants of both the experimental and control group will be requested 
to complete a questionnaire as part of the post-test upon the conclusion of the 
final session.  Subsequently the data collected in the questionnaires will be 
analysed statistically by means of the Cronbach Alpha coefficient, the 
Kolmogrov-Smirnov Test, the test of effect size, the Student-t test as well as 
Levene’s test.  The results from the analysis will then be interpreted and 
inferences made.  Field notes will be concluded in this phase. 
 
The research design attempts to reflect the research process that will be 
followed, whilst suggesting that both qualitative and quantitative research 
approaches will be implemented to meet the purpose of this study.  This 
suggests that qualitative and quantitative research approaches differ in many 
ways, but they complement each other in many ways as well (Neuman, 
2000:122).  It is also clear that, even though the steps are indicated 
separately, overlapping will take place during the research process. 
 
 
 
 
2.2.1 Situation analysis (qualitative approach) 
 
The qualitative approach to research allows the researcher to explore and 
describe the experiences of the participants in a contextualised manner (De 
Vos, 1998:243).  It is the non-numerical organization of data or information in 
order to discover emerging patterns and themes (Wilson, 1993:338; Neuman, 
2000:7).  According to the qualitative approach, including explorative and 
descriptive research, variables are not isolated and manipulated, as is the 
case with experiments, nor does it make a systematic study of natural, 
preventative variables in order to determine the precise correlation between 
them, as is the case with correlation studies (Louw, Van Ede & Louw, 
1998:32-33).  This approach to research applies a range of methods that 
uses qualifying words and descriptions to investigate and record aspects of 
social reality (Bless & Higson-Smith, 2000:156; Bass et al. 1993:69;  
Neuman, 2000:122).   
 
Denzin and Lincoln (2000:4) stresses that the relationship between the 
researcher and the what is studied as critical, as the researcher enters and 
experience the field of study and research dynamics. 
 
For the purpose of this research study, an inductive, exploratory, descriptive 
and contextual design is initially used to formulate a holistic understanding of 
teachers’ experience of aggression in a secondary school so as to develop a 
Psycho-Educational Programme (Smith, 1997:208).   
 
2.2.1.1 Inductive 
 
“Inductive reasoning begins, not with a pre-established truth or assumption, 
but with observation” (Leedy & Ormrod, 2001:35).   
 Qualitative research is primarily inductive, as it begins with observations of 
reality, formulates an understanding of the phenomenon and generates 
theories or hypotheses (Bass et al. 1993:69;  Lo Biondo-Wood & Haber, 
1994:40).  This type of research moves from the specific to the general in 
order to understand the phenomenon as a whole (Wilson, 1993:334).  
Schumacher and Gortner (Lo Biondo-Wood & Haber, 1994:41) refer to 
inductive research as a uniquely human form of data. 
 
In this study the researcher will give participants the opportunity to share their 
experiences, perceptions and understanding of aggression in a secondary 
school by means of phenomenological interviews.  The interviews will expose 
the researcher to the issues related to teachers’ experience of aggression in a 
secondary school in order to generate hypotheses. 
 
2.2.1.2 Exploratory 
 
Bless and Higson-Smith (2000:41,154) as well as Terre Blanche and 
Durrheim (1999:39) define the purpose of exploratory research as to gain a 
broad understanding of a situation, phenomenon, community or person in 
order to generate research questions or hypotheses relating to the 
phenomenon which makes it appropriate for a field of study with limited 
relevant literature.  Explorative studies are valuable as it generates 
hypotheses, models and theories (Louw et al. 1993:52;  Mouton & Marais, 
1990:43).  In exploratory research, it is critical that the researcher describes 
“how” and “where” the research will be conducted (Terre Blanche & Durrheim, 
1999:40).   
 
It is not easy to bracket personal perceptions, values and attitudes during any 
research process.  The qualitative research approach requires that 
researchers conduct interviews with skill and sensitivity, whilst personal 
perception, beliefs and assumptions are isolated from the research process 
(Parahoo, 1997:154).  The bracketing of personal beliefs, perceptions and 
assumptions allows the researcher to accommodate all aspects of the 
phenomenon that is being studied (De Vos, 1998:337). 
 
During the research process the researcher will remain aware of her personal 
beliefs, perceptions and assumptions in order to ensure that it does not 
contaminate or influence the phenomenological interviews which will be held 
in order to explore teachers’ experience of aggression in a secondary school.   
 
2.2.1.3 Descriptive 
 
The primary aim of descriptive research is to accurately and cautiously 
describe the phenomenon rather than explaining it (Terre Blanche & 
Durrheim, 1999:39; Bailey, 1994:40; Bless & Higson-Smit, 2000:154).  The 
description of the phenomenon increases in richness when a description of 
the context is included (Neuman, 2000:22;  Mouton & Marais, 1990:44).  This 
approach to research is relevant to data that is collected from simple 
observation situations because this approach searches for patterns and 
themes (Wilson, 1993:52;  Leedy & Ormrod, 2000:101;  Leedy, 1993:122).   
 
This phase of the research is descriptive by nature, as the researcher will aim 
to obtain information regarding teachers’ experiences of aggression in a 
secondary school.  Therefore, the researcher’s description of the teachers’ 
experience of aggression in a secondary school will be founded on the 
information found during the individual phenomenological interviews. 
 2.2.1.4 Contextual 
 
Qualitative research is based on the principle that research takes place at a 
specific time, in a specific environment.  Contextual research acknowledges 
that researchers cannot grasp human experience without understanding the 
social, linguistic and historical features that gave it shape (Terre Blanche & 
Durrheim, 199:226).  Fundamentally, it is preferable to research on a 
phenomenon to take place in the relevant context.   
 
For the purposes of this study, the researcher acknowledges the context 
where the research takes place in order to understand the surrounding 
dynamics and systems (De Vos, 1998:281; Terre Blanche & Durrheim, 
1999:398; Wadsworth, 1997:25).  The situation analysis is regarded as an 
inductive process and is therefore a contextual, exploratory and descriptive by 
nature.   
 
This study is context bound as it aims to explore and describe teachers’ 
experience of aggression at a specific secondary school context.  A brief 
description of the community in which the secondary school is situated will 
also be provided in order to gain greater contextual understanding of the 
dynamics at the school. 
 
2.2.2 Psycho-Educational Programme implementation and evaluation 
(quantitative approach) 
 
Quantitative research implies that the researcher will attempt to test 
hypotheses or predictions.  The measures to test the hypotheses are 
systematically created prior to the actual data collection (Neuman, 2000:123).  
The characteristics that are to be measured will be translated into observable 
indicators, or variables, or measurable opinions (Terre Blanche & Durrheim, 
1999:81; Bailey, 1994:56).  The data is captured and expressed in numerical 
format to allow for statistical analysis (Bailey, 1994:62; Neuman, 2000:7). 
 
For the purpose of this study, it is predicted that the Psycho-Educational 
Programme will facilitate the mental health of teachers who experience 
aggression in secondary schools due to their increase ability to cope with the 
aggression they experience. 
 
The nature of quantitative research refers to concepts such as deduction, 
evaluation and explanation.   
 
2.2.2.1 Deductive 
 
The deductive research is initiated by one or more premises, for example, 
existing theory or hypotheses.  Deductive research therefore moves from the 
general to the specific (Wilson, 1993:331;  Leedy & Ormrod, 2001:34;  Lo 
Biondo-Wood & Haber, 1994:41).  As a result of deduction, observations can 
be made and predictions tested.  Rather than generating or discovering 
sources of new information, deductive reasoning can serve as an operational 
approach to unveiling and confirming existing relationships or hypotheses, 
thereby linking the world of ideas and concepts to observable reality.  (Terre 
Blanche & Durrheim, 1999:4, 46). 
 
Specific hypotheses will be developed and tested in terms of the Psycho-
Educational Programme.  These hypotheses will then be tested by means of 
pre-test and post-test questionnaires that will be completed by the 
participants of the experimental and control groups.  The measured impact of 
the Psycho-Educational Programme will demonstrate how the world of ideas 
is linked to observable reality.  
 
2.2.2.2 Evaluative 
 
Evaluative research refers to the utilisation of scientific research methods and 
procedures to evaluate the merit or value of a programme, treatment or 
practice (Terre Blanche & Durrheim, 1999:210; Wadsworth, 1997:53).  It uses 
analytical means to document the worth of an activity (Wadsworth, 1997:36).  
This type of research is portrayed in experimental research designs with the 
purpose of determining the effect or outcomes of a programme (Lo Biondo-
Wood & Haber, 1994:225).  This suggests that evaluation research focuses 
on the theories of change implicit in programmes, ascertains whether the 
desirable outcome was obtained (Terre Blanche & Durrheim, 1999:210).  The 
use of experimental designs in quality assurance and evaluation research 
allows for the determination not only of whether a programme is adequate, 
but also which method of care is best under certain conditions (Lo Biondo-
Wood & Haber, 1994:226).  
 
The purpose of the evaluation therefore, is to examine the evidence obtained 
in the data collection process and, to relate the data to indicators of 
programme effectiveness.  On these grounds it is clear that evaluation 
research, a systematic activity, is closely linked to programme development, 
implementation and evaluation (Terre Blanche & Durrheim, 1999:212).   
 
For the purpose of this study, a summative form of evaluation research will be 
utilised in order to attempt to establish the outcomes, effects or impact of the 
programme.  The summative form of evaluation refers to the collection of data 
from two selected secondary schools hosting the experimental and control 
groups by means of pre-test and post-test questionnaires, followed by the 
statistical analysis of the data in order to ascertain the impact of the Psycho-
Educational Programme in terms of the issues that were addressed in the 
programme.  The indicators will be formulated in line with the indicators 
identified during the situation analysis and the indicators incorporated in the 
Psycho-Educational Programme. 
 
2.2.2.3 Explanatory  
 
Explanatory research aims to provide causal explanations of phenomena 
(Bailey, 1994:40).  Experimental designs are used to determine to what extent 
the introduction of a certain variable caused change.  With the utilisation of 
the quasi experiment the assumption is that the research environment was 
otherwise controlled (Terre Blanche & Durrheim, 1999:40,49).   
 
Whilst most explanatory research designs attempt to control the research 
environment, the researcher acknowledges that although a quasi 
experimental design will be followed, it will not be possible to control the 
environment in totality.  The results obtained from the quasi experiment will 
thus not be explained in isolation. 
 
2.3 RESEARCH METHOD 
 
The term ‘research method’ refers to the operational framework that will guide 
the research process; in other words, how the research will be conducted 
(Leedy, 1993:121).  The research method therefore focuses on each of the 
individual steps in the research process, in order to ensure that the most 
unbiased and appropriate method and procedures are selected and 
implemented (Mouton, 2001:56).   
 The research method will – as is the case with the research design - be 
aligned to programme development, programme implementation and 
programme evaluation.  Again, the discussion on the research methods 
utilised will be categorised according to the qualitative approach and the 
quantitative approach. 
 
2.3.1 Situation analysis (qualitative approach) 
 
Leedy and Ormrod (2001:147) capture the concept of a research method in 
terms of a qualitative research approach as follows:  “To answer some 
research questions, we cannot skim across the surface.  We must dig deep to 
get a complete understanding of the phenomenon we are studying.  In 
qualitative research we collect numerous forms of data and examine them 
from various angles to construct a rich and meaningful picture of a complex, 
multifaceted situation”.   
 
The research methods utilised in order to conduct the situation analysis as 
part of this research study, comprises the sampling of teachers, 
phenomenological interviews with sampled teachers and the analysis of the 
data  (Neuman, 2000:350).  In conclusion, the identified themes and 
categories will be related to existing literature. 
 
2.3.1.1 Sampling:  situation analysis 
 
Czaja and Blair (1996:13) cite the most basic question that has to be 
answered during the sampling process as: “Who or what is the population of 
interest?”  Secondly, the availability of a sampling frame has to be 
considered.  A sampling frame is described as the source or sources that 
include the population of eligible people or groups (Cjaza & Blair, 1996:15).   
 
A sample is further defined as a subgroup of the larger population that is 
under study, in order to make inferences and estimates about the larger, 
unmeasured population (Wilson, 1993:339; Smit, 1985:200).   
 
Sampling therefore refers to the procedure for selecting a sample from the 
targeted research population as stated before (Smith, 1997:303).  The 
significance of appropriate sampling for the specific purpose of a study is that 
the researcher is in a better position to conclude whether the study results are 
transferable to a similar context (Wilson, 1993:172).   
 
According to the needs of the first phase of the study – where 
phenomenological interviews will be conducted - the researcher decided to 
make use of purposeful sampling, as she agreed with Morse (1991:129), that 
it is essential for the researcher to discover who will be the most eligible 
participants, those with an abundance of pertinent information.  The 
researcher further decided to select a school in a community which is known 
for the presence of aggressive behaviour but which is also representative in 
terms of culture, race, religion and language. 
 
The graphic representation of the sampling processes and method utilised in 
the research study is reflected in figure 2.1, with specific focus on the 
sampling process and method that was used during the situation analysis. 
 
Although data saturation cannot be predicted exactly in phenomenological 
interviews, it is agreed that data is saturated when participants start to echo 
issues without really adding new information (Strauss & Corbin, 1996:178; 
Burns & Grove, 1987:309).  It is projected that five to six teachers will be 
interviewed.  Six teachers will therefore be selected based on maximum 
variation sampling method (De Vos, 1998:255; Smit, 1985:178).  This strategy 
of purposeful sampling entails the selection of participants with appropriate 
experiences and information. 
 
Figure 2.1 Graphic representations of the sampling processes and methods 
utilised in the study:  focus on situation analysis 
 
 
 
2.3.1.2 Data collection:  situation analysis 
 
The data collection method that is selected in the research design has to be 
appropriate in terms of the purpose and nature of the research (Terre 
Blanche, 1999:56).  The researcher decided to conduct individual interviews 
grounded on the phenomenological approach as the situation analysis will be 
conducted within the framework of the qualitative research approach.  The 
 
SAMPLING FRAME / TARGET POPULATION 
Purposeful sampling is done in order to select eligible 
participants who have an abundance of pertinent 
information. 
Purposeful sampling continues until the data obtained from 
the phenomenological interviews reaches saturation. 
researcher therefore depends almost exclusively on in-depth interviews with a 
carefully selected sample of participants.  
 
Phenomenology is a science that studies a circumstance, event, experience, 
happening, fact, incident, occurrence or occasion.  Smith (2003) states that 
phenomenology “studies conscious experience as experienced from the 
subjective or first person point of view”.  Smith (2003) continues that the types 
of experiences may range from “perception, thought, memory, imagination, 
emotion, desire and volition to bodily awareness, embodied action, and social 
activity, including linguistic activity”.  People’s experiences are therefore not 
only passive by nature (hearing and vision) but can be highly active (kicking a 
ball or digging a hole).  The focus of phenomenology however, remains the 
personal, first-hand experiences.  A personal, first hand experience is always 
regarded as reality for that specific individual. 
 
In line with the nature of the phenomenological theory, a phenomenological 
interview is often unstructured – a conversation with purpose - where the 
researcher and participant explore the issue at hand (Leedy & Ormrod, 
2001:153).  This allows the researcher to focus on the participant’s perception 
of their experiences (Smith, 1997:121). 
 
The interviews will be initiated by clarifying the purpose of the research and 
the interview.  The participants will be reassured of the confidential nature of 
the interviews.  The researcher will ensure that participants are at ease before 
the interviews commence, especially in terms of the use of an audiotape.  
During the individual phenomenological interviews, only one question will be 
posed to the participant, namely:  “How do you experience aggression in the 
school?”   
 
The researcher will limit her responses to strategies to elicit conversation, to 
clarify an issue or to refocus the conversation without guiding the 
conversation in any specific way.  At the end of the interview, the researcher 
will summarise key issues to allow the participant a final opportunity to verify 
information or concepts.  Finally, the researcher will thank the interviewee for 
his or her willingness to participate in the process, whereafter the interview 
will be terminated (De Vos, 1998:234). 
 
A variety of communication strategies will be utilised appropriately.  The 
following communication strategies that will be utilised during the individual 
phenomenological interviews are briefly cited and described: 
 
- Reflecting:  The researcher allows the participant to reflect on what 
was said by repeating the question, statement or remark of the 
participant (Rooth, 1995:46;  Friend & Cook, 2003:63); 
 
- Clarification / Checking:  Clarification can be described as where the 
researcher requests the participant to clarify his or her statement by 
either providing an example, or by further explanation (De Vos, 
1998:311); 
 
- Open-ended questions:  With open-ended questions the participant is 
free to communicate his or her feelings without prompting from the 
interviewer (De Vos, 1998:310;  Czaja & Blair, 1996:18;  Bailey, 
1994:189); 
 
- Paraphrasing:  With paraphrasing the interviewer repeats the 
participant’s statement in her own words in order to clarify what was 
said (Okun, 1997:123; Bailey, 1994:190; Friend & Cook, 2003:61); 
 - Summarising:  The summarising of thoughts and expression during 
the interview provides the researcher with the opportunity to reflect on 
what has been said, in order to ensure that she does not 
misunderstand the interviewee (De Vos, 1998:311;  Friend & Cook, 
2003:64); 
 
- Silence / Pauses:  The use of silence during interviews allows both 
the researcher and participant to think, thus allowing the participant 
another opportunity to communicate more information or feelings 
(Okun, 1997:90; Friend & Cook, 2003:85; Bailey, 1994:190); 
 
- Attitude:  Attitude refers to the researcher’s demeanour when she 
responds to an idea, a situation or a person (Theory into Practice, 
2005:¶1-2).  Although the disposition of attitude is deeply rooted in 
personal values and beliefs, it is essential that the researcher’s 
demeanour conveys the impression that she remains in control of her 
emotions and does not air any personal opinion or arguments.  She will 
refrain from making assumptions by continually clarifying what is said.  
Her physical appearance is inviting, relaxed with appropriate eye 
contact.  Non-verbal messages of interest in what is being said will be 
communicated (Okun, 1997:7); 
 
- Minimal verbal response / Minimal encouragers:  Minimal verbal 
responses by the interviewer affords the participant the opportunity to 
communicate, conveying the researcher’s interest in what the 
interviewee is saying (Bailey, 1994:189; Friend & Cook, 2003:43);  and 
 
- Nonverbal communication:  Body language confirms questions and 
augments what is said verbally.  The most important aspects that need 
to be considered in nonverbal communication are congruence and 
individualism (Friend & Cook, 2003:44).   
 
In order to ensure that the researcher makes maximum use of the research 
opportunity, it is critical that the environment in which the interviews take 
place is conducive to free and unfettered communication between the 
researcher and the interviewee.  It is therefore necessary that all logistical 
arrangements, for example the interview room, the appointments, the use of 
the audio tape, the general atmosphere as well as the reception of the 
participants is such that it enhances the quality of the study.   
 
2.3.1.3 Field notes relating to the situation analysis 
 
With phenomenological interviews, the researcher depends on in-depth 
interviews with a carefully selected sample of participants.  To add value to 
this method of data collection, it is critical that the researcher continually takes 
field notes (Wadsworth, 1997:57-61).  Fetterman (Neuman, 2000:363) states 
that good notes are the bricks and mortar of field research.  Field notes can 
contain any form of record-keeping, e.g. audio tape recordings, videos, 
memos, objects from the field, detailed notes as well as notes jotted down 
while in the field or away from it.  Aspects that need to be contained in field 
notes should reflect what activities took place, where the activities took place 
as well as inferences of analyses made during the course of the research (De 
Vos, 1998:286; Terre Blanche & Durrheim, 1999:138-139).  According to 
Schatzman and Strauss (De Vos, 1998:286) field notes can be categorised 
according to four main elements, namely: 
 
2.3.1.3.1 Observation notes 
 
The researcher makes detailed notes to reflect everything that was heard and 
said during the individual interviews and makes notes of the fundamental 
aspects, such as the who, what, when, where and how, in relation to the 
interviews. 
 
2.3.1.3.2 Theoretical notes 
 
This reflects the researcher’s conscious and systematic attempt to analyse 
the field notes according to certain sections, or as a whole.  Here the 
researcher has the opportunity to make notes of interpretations, assumptions, 
inferences, hypotheses, new concepts as well as identify relationships 
between concepts and observations. 
 
2.3.1.3.3 Methodological notes 
 
Here the researcher writes instructions and critical notes - for personal use – 
regarding the methodology that was used in the research process.  These 
notes reflect on the achievements and failures as well as suggested 
corrective measures that might be implemented. 
 
2.3.1.3.4 Personal notes 
 
The researcher’s personal feelings and emotional reactions personalise 
whatever she heard and saw in the field.  These types of field notes will 
therefore seem similar to a personal journal or diary.  Neuman (2000:365-
366) is of the opinion that personal notes have a three-pronged purpose:  it 
allows the researcher to debrief, it records data of personal reactions and it 
serves as reference for future data-analysis. 
 
2.3.1.4 Data analysis:  situation analysis 
 
Kvale (1983:183) reiterates the importance of bracketing the researcher’s 
personal knowledge and paradigms to allow the essence of the phenomenon 
to come to the fore.  Subsequently the researcher also has to ensure that the 
data analysis process is systematic and verifiable (Kingry, Tiedje & Friedman, 
1990:125).  The data analysis process commences with the compilation of all 
relevant notes, demographic information and participant’s information.  
Thereafter, the individual interviews are transcribed verbatim.  The data 
reduction process will subsequently take place and will be qualitative, 
systematic and descriptive by nature – in alignment with Tesch’s open-coding 
method of data analysis (Creswell, 1994:154-156).   
 
The researcher, as well as the independent coder will follow the protocol of 
data reduction which is described briefly below:   
 
- Get a sense of the whole situation by carefully reading through all the 
transcriptions of the interviews; 
 
- Select one interview and read through it again, asking what it is about, 
bearing in mind its underlying meaning.  Write thoughts in the margin; 
 
- Make a list of all the topics from all the interviews, clustering together 
similar topics. Arrange these topics into major themes, unique themes 
and leftover topics; 
 
- Abbreviate the topics as codes, which must then be written next to the 
relative segment of the text.  Check if new categories or themes 
emerge; 
 
- Change the topics into descriptive categories.  Reduce the categories 
by clustering similar topics together; 
 
- Decide on the final abbreviations for each category and place these 
codes in alphabetical order; 
 
- Assemble the related data material of each category in one place;   
 
- Recode the existing data if necessary and conduct a preliminary 
analysis;  and 
 
- Conclude with a consensus discussion between the researcher and an 
independent coder. 
 
2.3.1.5 Literature control:  situation analysis 
 
The information obtained from the data analysis process will be compared 
with existing literature (Burns & Grove, 1987:129).  The fact that the results 
will be controlled by literature increases the trustworthiness of the study.  In 
this study, a comprehensive literature control will therefore be conducted. 
2.3.2 Programme development 
 
The development of the Psycho-Educational Programme to facilitate the 
coping with aggression teachers in a secondary school has to be based on a 
conceptual framework.  The conceptual framework will thus promote the 
mental health of secondary school teachers in the South African Society. 
 
A conceptual framework is a definition in abstract and theoretical terms and is 
therefore concise, clear and explicit, and closely linked to the theoretical 
framework (Neuman, 2000:158-159; Bailey 1994:107).  The conceptual 
framework thus provides the overview and rationale for the programme.  It 
further describes the structure of the programme where the central concepts 
that inform the content of the programme are defined, as well as how the 
central concepts are related (De Vos, 1998:110;  Mouton, 1996:66).  The 
conceptual framework further considers and describes the context related to 
the programme, the desired outcomes, and concludes with the description of 
the programme itself. 
 
In an attempt to draw the conceptual framework as clear and workable as 
possible, Neuman (2000:160) urges that existing literature, measures and 
theories be consulted.  For the purpose of this study, the conceptual 
framework that will be developed will be based on the situation analysis as 
part of step 2 of the research design, namely; programme development.  In 
terms of the research, the aspects outlined in the conceptual framework are 
expressed in terms of the experiential learning educational approach (Rooth, 
1995:3).  The experiential learning educational approach considers and 
accommodates the specific learning needs and requirements of adults, 
regarding issues such as money, ambition, preferences and values (Louw & 
Sidzumo, 1997:6). 
2.3.3 Programme implementation and programme evaluation 
(quantitative approach) 
 
Research as science, is amplified by selecting research methods that are 
relevant to the field of study.  The researcher therefore decided to implement 
the quantitative research approach with the evaluation of the Psycho-
Educational Programme in accordance with the criteria and nature of a quasi 
experiment.  This implies that teachers at the school where the Psycho-
Educational Programme will be implemented will randomly be sampled to the 
experimental group.  Likewise, the teachers at the school where the Placebo 
Programme will be implemented will randomly be sampled to the control 
group (De Vos, 1998:134; Neuman, 2000:33).  Both the groups will complete 
the same pre-test questionnaire and post-test questionnaire.   
 
2.3.3.1 Sampling:  programme implementation and evaluation 
 
As far as the sampling for the implementation and evaluation phases of the 
research (steps 3 and 4) are concerned, the sampling of teachers to the 
experiential and control groups will be done according to the random 
sampling method (De Vos, 1998:197; Daly et al. 1997:22; Neuman, 
2000:208).   Bailey (1994:226) views random sampling as probably the most 
popular method of assigning subjects to groups, as it does not require a large 
number of potential subjects from which to sample the participants.  
Furthermore, it does not control only on a single factor, but all factors 
simultaneously.  The goal of random sampling is to eliminate possibility to 
favour any group or participant by not influencing the sampling process at all.  
Randomisation does not necessarily ensure that the pre-test for the 
experimental and control groups would be the same.  According to Bailey 
(1994) it should, however, ensure that whatever differences do remain are 
random.  This implies that the differences in pre-test results are due to 
happenstance and not causal factors.   
 
In order to evaluate the impact or efficacy of the Psycho-Educational 
Programme that was developed subsequent to the situation analysis, the 
researcher decided to make use of a quasi experiment with treatment 
interference following the simple random sampling method (Breakwell, 
Hammond & Fife-Schaw, 1995:88,107-108).  The graphic representation of 
the random sampling process will be discussed in detail.  The sampling 
method to be used will also contribute to the maintenance of reliability and 
validity (Morse & Field, 1996:182).  The sampling process and method utilised 
is graphically represented in figure 2.2. 
 
Figure 2.2 Graphic representations of the sampling processes and methods utilised in 
the study:  focus on programme implementation and programme 
evaluation 
 
SAMPLING FRAME / TARGET POPULATION 
School A 
(School where the 
Psycho-Educational 
Programme will be 
implemented.) 
School B 
(School adjacent to 
School A where the 
Placebo Programme 
will be implemented.) 
Experimental group Control group 
Random sampling Random sampling 
For both the experimental group, where the Psycho-Educational Programme 
will be implemented, and the control group, where the Placebo Programme 
will be implemented, the participants were randomly sampled by means of 
flipping a coin (Rosnow & Rosenthal, 1996:145).  Teachers who will 
participate in the individual interviews at the school, “School A”, from where 
the experimental group will be sampled will not be considered to participate 
(Neuman, 2000:236).  The exclusion of these teachers as well as the 
sampling of the control group at secondary school, “School B”, not far from 
the school where the interviews will be conducted and where the 
experimental group will be formed is done in order to prevent contamination 
of participants.   
 
The location of the experimental and control groups at neighbouring schools 
will ensure that novelty and disruption as well as the Hawthorne-effect is 
controlled in the quasi experiment where the control group is exposed to an 
equally desirable but alternative intervention programme (Martella, Nelson 
and Marchand-Martella, 1999:134).  The Hawthorne-effect refers to a 
situation where the mere presence of a research intervention programme 
elicits change in the participants, regardless of the efficacy of the intervention 
programme (Terre Blanche & Durrheim, 1999:478). 
 
With the implementation of the programme, the researcher will no longer 
distance herself from the phenomena; she will interact with the participants 
(Creswell, 1994:6).  The experimental and control groups will randomly, but 
separately, be sampled by assigning numbers 1, 2 and 3 sequentially on the 
alphabetically ordered staff list.  Staff members who were allocated number 1 
will participate in the Psycho-Educational Programme as members of the 
experimental group. 
 
The random sampling process that will be followed at School A where the 
Psycho-Educational Programme will be implemented is graphically 
represented in figure 2.3.  Fictitious names were used to represent staff 
members in accordance with the protection of individual’s identity.  Numbers 
one to 5 will be put in a hat.  The first number that will be drawn will be 
determines the numbering of the teachers on the list.  The second number 
that will be drawn will determine the teachers that will be selected.  A similar 
process will be followed at School B where the Placebo Programme will be 
implemented. 
 
2.3.3.2 Data collection:  programme implementation and programme 
evaluation 
 
The evaluation of the implemented programme will form the crux of the 
quantitative research element of this study, as it aims to measure the efficacy 
of the programme (Mouton, 2001:160).  The experimental control group will 
complete the same pre-test questionnaire.  After the completion of the pre-
test the experimental group will be exposed to the Psycho-Educational 
Programme to facilitate the mental health of teachers who experience 
aggression in secondary schools.  The nature and content addressed in the 
Psycho-Educational Programme is based on the themes and categories 
identified during the situation analysis.  Before the implementation of the 
Psycho-Educational Programme, participants will be asked to complete the 
pre-test questionnaire.  Participants will again be requested to complete the 
post-test questionnaire upon the conclusion of the Psycho-Educational 
Programme. 
 
The control group will be exposed to a Placebo Programme that will be similar 
in nature, but the content and issues addressed in the programme will not be 
drawn from the situation analysis.  As is the case with the experimental group, 
the participants assigned to the control group will be required to complete the 
pre-test questionnaire before the Placebo Programme is implemented.  The 
post-test questionnaire will also be completed upon the conclusion of the 
Placebo Programme.   
 
Figure 2.3 Graphic representation:  example of random sampling 
 List of teachers at School A where the Psycho Educational 
Programme will be implemented. 
  1.  Adams, H.I.  
  2.  Beyers, C.  
 3.  Bouwer, S.J.  
 4.  Burger, A.  
 5.  Coetzee, F.  
 1.  Damons, V.  
 2.  Fikile, N.B.  
 3.  Ginya. E.S. 
 4.  Khumalo, P.  
 5.  Lottering, J.J.  
 1.  Meyers, A.G.  
 2.  Naidoo, D.P.  
 3.  Oliphant, P.G.  
 4.  Phaka, D.N. 
 
 
 
 
 
Experimental 
group 
 5.  Smith, G.G.N.  
  1.  Williams, J.  
 
 
As Leedy and Ormrod (2001:202) indicate, questionnaires seem simple, yet 
they can be complex and tricky to compile.  The complexity and trickiness in 
the development of a questionnaire lies in the fact that it is of the utmost 
importance to ensure that the questionnaire is relevant.  In order to ensure 
the relevance of the developed questionnaire, it is important that participants 
perceive the goals of the study as relevant, that the questions are aligned to 
the purpose of the study and that the questions are relevant to the 
participants (Baily, 1994:108).  
 
In terms of this research study, the same pre-test questionnaire and post-test 
questionnaire will be utilised for completion by both the experimental and 
control groups.  The items posed in the pre-test questionnaire as well as the 
post-test questionnaire will be controlled in terms of sensitivity, as the focus of 
the questionnaire focused on the aspects addressed in the Psycho-
Educational Programme, and not on inferred moral values (Martella et al. 
1999: 51). 
 
2.3.3.3 Data analysis:  programme implementation and programme 
evaluation 
 
Quantitative research is defined as an enquiry into a social or human 
problem, based on testing a theory composed of variables, measured with 
numbers and analysed with statistical procedures (Creswell, 1994:2; 
Parahoo, 1997:53).  The data analysis – as part of the quantitative research 
process – operates within the deductive model of fixed and set research 
objectives.  Mouton (2001:108) states that the analysis of the data will aim at 
the understanding of the various constituent elements of the data through an 
inspection of the relationships between concepts, construct or variables, and 
to see whether there are any trends that can be isolated or identified in order 
to synthesise the data into a larger, coherent whole. 
 
For the purpose of this study, the objective is to evaluate the quality of the 
Psycho-Educational Programme that aims at facilitating the mental health of 
teachers who experience aggression in a secondary school by means of the 
quasi experimental design (Bailey: 1994:239).  Consultation with a statistician 
will take place to ensure that the data generated can be adequately analysed 
(Buckeldee & McMahon, 1994:93).  The experiment will only be considered 
valid if the research findings represent reality (Morse & Field, 1996:200).  The 
researcher will thus aim to determine the causal effect of the independent 
variable; in other words, the change brought about by the implementation of 
the mentioned Psycho-Educational Programme (Bailey, 1994:239.  Both 
internal and external validity will be sought by means of implementing 
strategies and criteria that will ensure the trustworthiness of the research 
design and method.   
 
A graphic representation of the evaluation process according to a quasi 
experiment is reflected in Figure 2.4.  Thirteen to fifteen participants will be 
sampled for each of the groups.  None of the participants will be informed 
which group is the experimental group or the control group.  Both groups will 
complete a questionnaire as part of the pre-test, whereafter each group will 
participate in a programme.   
 
After the completion of the Psycho-Educational Programme by the 
experimental group and the Placebo Programme by the control group, the 
participants will be requested to complete the post-test questionnaire.  The 
experimental group will be exposed to the developed Psycho-Educational 
Programme that aims at facilitating the mental health of teachers who 
experience aggression in secondary schools.  The control group will be 
exposed to a Placebo Programme that will, by nature and characteristic, 
seem similar to the developed Psycho-Educational Programme.   
 
Figure 2.4 A graphic representation of the evaluation of both the Psycho-
Educational Programme and Placebo Programme by means of a quasi 
experiment 
 
Experimental   Observation Intervention Observation   
Group    O1  Programme O3   
            X    Difference 
                between 
          O1 and 
          O2 as well  
Control     Observation Placebo  Observation as O3 and 
Group    O2  Intervention O4  O4 to be 
      Programme   measured. 
             “X”      
            
  The difference between O1 and O3 as well as 
                  O2 and O4 to be measured. 
 
The Psycho-Educational Programme will address the independent variables 
as identified during the situation analysis (Wilson, 1993:332).  Bailey 
(1994:225) summarises the quasi experimental design where an experimental 
group and a control group is used as shown in table 2.2.  This design was 
adapted to include the quasi experimental design.  The analysis of results as 
obtained from statistical analysis will test the four hypotheses that will be 
developed in line with the quasi experimental design.  Leedy and Ormrod 
(2001:60) state that “hypotheses are nothing more than tentative propositions 
set forth to assist in guiding the investigation of a problem or to provide 
possible explanations for the observations made”.  
The detailed description and discussion of the statistical analysis, as well as 
the testing of the developed hypotheses will be explored in detail in Chapter 
5:  “Programme implementation and evaluation”.   
 
Table 2.2 An adaptation of the classical experiment design developed by Bailey 
in order to accommodate the quasi experimental design (1994:225) 
QUASI EXPERIMENTAL DESIGN 
Experimental (Exp) group Control (Cont) group 
1.   Select School A based on the cultural, 
religious, language and racial diversity of 
the learners and teachers. 
1.    Select the secondary school adjacent to 
School A as School B as it also has 
learners and staff who are diverse in 
terms of culture, religion, language and 
race. 
2    Select participants by means of the 
random sampling process 
1.    Select participants by means of the 
random sampling process 
3.   Select the experimental environment 2.   Select the experimental environment 
4.   Administer the pre-test 3.    Administer the pre-test 
5.   Implement the Psycho-Educational 
Programme to facilitate the mental health 
of teachers who experience aggression 
in a secondary school 
4.    Implement the Placebo Programme 
6.   Administer the post-test 5.    Administer the post-test 
Post-test (exp) – Pre-test (exp) = Difference 
(exp) 
Post-test (cont) – Pre-test (cont) = Difference 
(cont) 
Causal effect = Diff (exp) – Diff (cont) 
 
 
2.4 TRUSTWORTHINESS 
 
In order to ensure the trustworthiness of the research process, including 
qualitative and quantitative approaches, Guba’s strategies of applicability, 
consistency, truth-value and neutrality will be applied (Terre Blanche & 
Durrheim, 1999:61-64;  Krefting, 1991:215; Myburgh & Poggenpoel, 1995:4-
9).  The strategies and criteria to ensure the trustworthiness of the research 
study are outlined in Table 2.3  
 
2.4.1 Situation analysis (qualitative approach) 
 
To increase the level of trustworthiness in this study, it is essential that the 
qualitative research methods are applied appropriately and that the data is 
analysed as critically and objectively as possible (Creswell, 1994:144).  
Researchers found it necessary that appropriate, tailor-made modes be 
developed for qualitative research designs, to assess the trustworthiness of 
these designs (Krefting, 1991:214).  Guba (De Vos, 1998:331;  Krefting, 
1991:217) developed such a model; identifying four aspects to measure the 
trustworthiness of a research design, namely; credibility, transferability, 
dependability and confirmability. 
 
2.4.1.1 Credibility 
 
For the purpose of this research, the following strategies will be applied to 
meet the criteria of trustworthiness, namely credibility, transferability, 
dependability and confirmability.  The application of the applied strategies in 
order to increase the credibility of this study (Krefting, 1991:217-219), is 
described as follows: 
 
i) Prolonged field experience and exposure to the field of study:   
 
Extensive time in the field allows the researcher to study a specific 
phenomenon continually (Leedy & Ormrod, 2001:106).  In order to create a 
situation where prolonged field experience and exposure to the field of study 
would be possible, the following strategies will be followed: 
Table 2.3 Trustworthiness:  Adherence to criteria and strategies 
Strategies to be applied  Criteria of 
trustworthiness Qualitative research Quantitative research 
Truth value Credibility 
• Prolonged field experience and 
exposure to the field of study 
• Triangulation 
• Structural coherence 
• Reflexivity 
• Authority of the researcher 
• Peer group evaluation and 
discussion 
Internal validity  
• The construction of the 
questionnaire will be such that it 
measures what it is supposed to 
measure 
• Questionnaire will be scrutinised 
by a panel of experts 
 
Applicability Transferability 
• Purposeful sampling (Creswell, 
1994:15) 
• Comprehensive reference 
information, e.g. participants of 
the study, demographic 
information, literature control 
(De Vos, 1998:350) 
• Dense description of the 
research methodology including 
literature control as well as 
direct quotations from the 
individual interviews 
External validity / Generalisability 
• Using a protocol to administer the 
questionnaire as research 
instrument. 
• Participant representativeness will 
be ensured by the sampling 
procedure  
• Variable representativeness 
• Setting representativeness 
 
 
Consistency Dependability 
• Dependability audit. 
• Dense description of the 
research method to allow 
replication of the study. 
• Triangulation. 
• Peer group evaluation. 
• Code-recode procedure 
through consensus discussions 
between the researcher and the 
independent coder. 
Reliability 
• Acceptable and appropriate 
statistical procedures will be used 
• Only the researcher will be 
administering the pre-test and 
post-test where questionnaires 
will be completed 
 
Neutrality Confirmability 
• Confirmability audit 
• Triangulation 
• Reflectability:  The researcher’s 
awareness of her own 
assumptions and prejudices 
and the influence of that on the 
study 
Objectivity 
• The sampling of participants was 
carried out according to the 
stratified random sampling method. 
• The questionnaire will be 
constructed to address the purpose 
of the study within the conceptual 
framework 
• Triangulation 
 - Two month’s preparatory work will be undertaken; 
 
- Individual phenomenological interviews will be conducted until the data 
has been saturated;  and, 
 
- Field notes will be taken representing observational notes, 
methodological notes, personal notes and theoretical notes. 
 
ii) Triangulation 
 
Inquiry is inquiry, regardless of the methodology (Morse, 1991:226).  
Triangulation is a technical term used in surveying and navigation to describe 
a research approach whereby two known or visible points are used to plot the 
location of a third point  (Morse, 1991:227;  Smith, 1997:122).  In the social 
sciences this term is used metaphorically to describe the use of multiple 
methods to measure a single construct.  
 
Triangulation in this study will be applied by means of the following activities: 
 
- Individual phenomenological interviews will be conducted until the data 
has been saturated; 
 
- Field notes; 
 
- Data analysis combined with literature control;  
 
- Instrument validity;  and, 
 
- Member checks with the study leaders as well as a study colleague 
(Snyman, 2005). 
 
iii) Structural coherence 
 
In order to ensure structural coherence, the researcher consistently will work 
within the psycho-educational paradigm focusing on describing, exploring and 
understanding of teachers’ experience of aggression.  These teachers all 
taught within the context of a secondary school.  The purpose of the psycho-
education programme is to facilitate the mental health of teachers who 
experience aggression in a secondary school. 
 
iv) Reflexivity 
 
Reflexivity was achieved by keeping field notes that allowed the researcher to 
reflect on the research process, as well as on her personal emotions, ideas, 
inferences and mistakes. 
 
v) Authority of the researcher 
 
The trustworthiness of a research project also depends on the competence 
and commitment of the researcher.  In terms of this study, the researcher has 
previous experience of qualitative research and will continue this research 
project with the guidance and supervision of two study leaders.  In addition, 
the researcher has previously, and will continue to display her commitment to 
conduct the research in an ethical manner by doing thorough preparation in 
all aspects related to the research process. 
 
 
vi) Peer group evaluation and discussion 
 
Scheduled discussion opportunities exist with the two experienced and 
knowledgeable study leaders.  This will give them the opportunity to supervise 
the research process on a continual basis.  The researcher will furthermore 
continue her close working and research relationship with a colleague that is 
currently also involved in research of a similar nature (Leedy & Ormrod, 
2001:106). 
 
2.4.1.2 Transferability  
 
Krefting (1991:220) is of the opinion that research is transferable when 
findings can be meaningfully transferred to similar contexts outside of the 
research context.  The transferability of research findings is primarily the 
responsibility of subsequent researchers who wish to replicate the research in 
another situation or population.  It remains the responsibility of the original 
researcher to provide a detailed description of the research process so as to 
afford subsequent researchers the opportunity to replicate the study with 
enough information at hand.   
 
This strategy will be applied as follows: 
 
- Appropriate sampling methods will be linked to the individual steps in 
this research process.  This will ensure that the participants are 
purposely sampled from the target population, which in this case will 
be teachers at a secondary school.  The purposeful sampling will 
continue until the data obtained in the phenomenological interviews are 
saturated (Creswell, 1994:15); 
 
- Comprehensive reference information will be provided;  for example 
information regarding the demographic context of the participants as 
well as a literature control (De Vos, 1998:350);  and 
 
- A dense description of the research results including literature control 
and direct quotations from the focus individual interviews will be 
provided. 
 
2.4.1.3 Dependability 
 
Dependability refers to the extent to which research findings can be confirmed 
within the same context and with the same participants (De Vos, 1998:350).  
The most important resources of measurement that can be used during 
qualitative research are the researcher herself and the participants.  It should 
however be considered that experiences, beliefs and perceptions of 
participants may change over a period of time, which may lead to the 
unlikeliness that similar findings will be obtained with a repeat of this research 
(Krefting, 1991:221).   
 
The strategies to ensure dependability will be applied as follows: 
 
- Dependability audit:  During the situation analysis, the data will be 
analysed according to a prescribed protocol (Creswell, 1994:154-156).  
The analysis of data will be done in accordance with a dense literature 
control and related to the findings; 
 
- Dense description of the research method to allow replication of 
the study:  The research report will reflect the overview and 
background to the study, followed by the clarification of the research 
problem and the research question.  The research method and design 
will be described in detail, including information regarding the data 
collection and data analysis procedures.  Lastly all information 
pertaining to the development, implementation and evaluation of the 
Psycho-Educational Programme will be captured in an organized and 
authentic manner (Leedy & Ormrod, 2001:106); 
 
- Triangulation:  In order to ensure triangulation during this research 
project, two study leaders and one colleague will supervise and guide 
the research process.  A variety of literature sources will be consulted 
to inform the findings of the individual phenomenological interviews, as 
well as the development of the Psycho-Educational Programme; 
 
- Peer group evaluation:  Prior to the commencement of the research 
project, the research protocol will be discussed and clarified with the 
study leaders and research colleague.  Two doctoral seminars will also 
be delivered where doctoral students and academic staff will be invited 
to add value to the research process by means of constructive 
criticisms, discussion and guidance;  and, 
 
- Code-recode procedure:  During the data analysis of the 
phenomenological interviews, an independent coder will be consulted 
to control the data analysis process and findings (Krefting, 1991:221).  
The researcher and independent coder will then have a consensus 
discussion regarding the themes, categories and sub-categories that 
were identified from the transcribed interviews. 
 
 
 
2.4.1.4 Confirmability 
 
The confirmability of qualitative data relies on the neutrality of the captured 
data.  It refers to the extent to which the researcher’s personal perceptions, 
motivations and prejudices could otherwise influence the research process 
(Krefting, 1991:221).  
 
The researcher has to ensure that the research results are an accurate 
representation of the data obtained from the participants, as well as objective 
observation by means of the following measures: 
 
- Confirmability audit:  The researcher’s two study leaders and 
colleague did not actively take part in the research process and could 
therefore provide the services of an independent panel of experts; 
  
- Triangulation:  Two study leaders and one colleague will supervise 
and guide the research process:  Individual phenomenological 
interviews will be conducted until the researcher is of the opinion that 
the data is saturated;  and, 
 
- Reflexivity:  The researcher’s awareness of her own assumptions and 
prejudices as well as the possible influence that it might have on the 
study findings, increases her alertness to ensure the neutrality of the 
study. 
 
2.4.2 Psycho-Educational Programme development 
 
In order to obtain optimal trustworthiness throughout this study, it is 
necessary that the development of the Psycho-Educational Programme to 
facilitate the mental health of teachers, who experience aggression in a 
secondary school, is in line with and grounded upon the outcome of the 
situation analysis.  The following strategies and criteria to ensure the 
trustworthiness will therefore be aligned to the qualitative measures, namely; 
credibility, transferability, dependability and confirmability (Krefting, 
1991:217):  
 
2.4.2.1 Credibility 
 
The authenticity of the developed Psycho-Educational Programme will be 
based on the research design, the eligibility of the participants and the 
research context, which in this case is a secondary school (De Vos, 
1998:349).   
 
The strategies will be applied as follows: 
 
i) Prolonged field experience and exposure to the field of study:   
 
The researcher will ensure that the necessary strategies are applied, in order 
to meet the criteria of trustworthiness and the personally developed Psycho-
Educational Programme.  The researcher will thus ensure that she has a 
prolonged field experience and exposure to the field of study.  The Psycho-
Educational Programme will further be developed over a period of time where 
the researcher will maintain her contact with the staff of the secondary school. 
 
ii) Triangulation 
 
Several methods will be used to ensure the appropriateness and relevance of 
the developed Psycho-Educational Programmes.  These methods are briefly 
described as follows: 
- Use of the findings of the individual phenomenological interviews as a 
basis for the development of the Psycho-Educational Programme; 
 
- Development of the Psycho-Educational Programme combined with 
literature control, additional reading, as well as the development of a 
relevant conceptual framework; and 
 
- Member checks with the study leaders, as well as a study colleague 
(Snyman, 2005). 
 
iii) Structural coherence 
 
In order to ensure structural coherence, the researcher will consistently work 
within the psycho-educational paradigm, ensuring that the findings obtained 
from the individual phenomenological interviews, the information obtained 
from additional reading, as well as the developed conceptual framework will 
appropriately be incorporated in the Psycho-Educational Programme. 
 
iv) Reflexivity 
 
The researcher will continue to reflect on the completed research process and 
her personal ideas, assumptions and inferences. 
 
v) Authority of the researcher 
 
It is agreed that the trustworthiness of a research study relies on skills, 
knowledge and commitment of the researcher.  The researcher will draw from 
her previous experience in terms of the development of conceptual 
frameworks and educational programmes, consultation with her study 
colleague as well as the guidance and supervision of her study leaders.   
 
vi) Peer group evaluation and discussion 
 
The researcher will continue with the scheduled discussion opportunities that 
exist with the experienced and knowledgeable study leaders.  At these 
meetings, the study leaders will supervise the research process, including the 
development of the Psycho-Educational Programme, on a continual basis.  
The researcher will further continue her close working relationship and 
common research interest she shares with her study colleague (Leedy & 
Ormrod, 2001:106). 
 
2.4.2.2 Transferability  
 
It is acknowledged that the transferability of the developed Psycho-
Educational Programme to facilitate the mental health of teachers who 
experience aggression in a secondary school, is reliant on the existence of a 
context which is similar to the initial research context (Krefting, 1991:220).  In 
order to allow programme implementers to ascertain the appropriateness of 
this Psycho-Educational Programme, the researcher will provide a detailed 
description of the research context. 
 
2.4.2.3 Dependability 
 
Dependability refers to the extent to which the developed Psycho-Educational 
Programme will have the same projected outcome within the same context, 
and, with the same participants (De Vos, 1998:350).  The researcher is 
however aware that a repeat of the Psycho-Educational Programme might 
elicit a varied outcome, due to the fact that experiences, beliefs and 
perceptions of participants may change over a period of time (Krefting, 
1991:221).  Strategies to optimise dependability are the following: 
 
- Describe the conceptual framework:  The researcher will provide a 
dense description of the conceptual framework as well as the Psycho-
Educational Programme, in a logical and authentic manner (Leedy & 
Ormrod, 2001:106);  and 
 
- Triangulation:  In order to ensure triangulation during this research 
project, two study leaders and one colleague will supervise and guide 
the input during the development of the conceptual framework and 
Psycho-Educational Programme. 
 
2.4.2.4 Confirmability 
 
The confirmability of a developed programme relies on its appropriateness 
and relevance in terms of the findings of the situation analysis and the 
developed conceptual framework.  Therefore, the following strategies aim to 
ensure that the researcher’s personal perceptions, motivations and prejudices 
do not influence the programme development process (Krefting, 1991:221): 
 
- Confirmability audit:  The researcher’s study leaders and study 
colleague will not actively take part in the research or programme 
development process thus far and will therefore be able to provide 
impartial guidance; 
  
- Triangulation:  The researcher’s study leaders will supervise and 
guide the process of programme development.  The researcher will 
also seek input from her study colleague (Snyman, 2005); and, 
  
- Reflexivity:  The researcher’s awareness of her own paradigms and 
assumptions will promote neutrality during the development of the 
Psycho-Educational Programme. 
 
2.4.3 Psycho-Educational Programme implementation and programme 
evaluation (quantitative approach) 
 
Parahoo (1997:38) defines trustworthiness as the term that is used to assess 
the truth-value of qualitative research.  It gives the reader confidence in the 
findings, as it suggests that the research has been conducted in a responsible 
manner.  Although trustworthiness is perceived as being synonymous with 
qualitative research, the principle assumption that the research has been 
conducted in a sound and scientific manner can also be transferred to 
quantitative research.  In other words research is deemed valid if it measures 
what it sets out to measure (Parahoo, 1997:38). 
 
The following strategies were applied in order to satisfy the necessary criteria 
of trustworthiness, namely; internal validity, external validity, reliability and 
objectivity. 
 
2.4.3.1 Internal validity  
 
The validity of research is the extent to which the research measures what it 
is supposed to measure (Leedy & Ormrod, 2001:31;  Gelfand & Drew, 
2003:68).  Vockell and Asher (1995:219) refer to internal validity as the ability 
to ascertain whether the intervention was responsible for the observed 
change or outcome of the experiment.  Furthermore, internal validity refers to 
the extent to which a particular research design excludes all alternate 
explanations that might be responsible for the outcome of the research 
(Smith, 1997:304; Anderson & Bushman, 1997:20;  Bless & Higson-Smith, 
2000:154;  Parahoo, 1997:393).  It thus reflects the extent to which the 
researcher is allowed to draw accurate conclusions about cause and effect or 
other relationships of the data (Leedy & Ormrod, 2001:104).  Internal validity 
therefore ascertains whether the independent variable really caused the 
variation of the dependent variable. 
 
Anderson and Bushman (1997:20) are of the opinion that experimental 
studies have generally higher levels of internal validity where participants are 
randomly assigned to either the experimental or control groups. 
 
Vockell and Asher (1995:221-250) highlight several threats to internal validity 
which the researcher addressed as follows: 
 
- History:  The fact that a period of time might cause a change in 
outcome without any influence by the Psycho-Educational Programme 
is acknowledged (Vockell & Asher, 1995:221-223; Rosnow & 
Rosenthal, 1996:154).  In view of this the implementation of the 
Psycho-Educational Programme and the Placebo Programme will be 
conducted a week apart; 
 
- Selection bias:  Vockell and Asher (1995:223-225) describes 
selection bias as a threat to internal validity, as it is acknowledged that 
the composition of the experimental group and control group might 
promote a certain outcome rather than the programme itself.  In order 
to eliminate selection bias, the participants will randomly be sampled 
from a pool of volunteer teachers, by means of flipping a coin (Martella 
et al 1999:51;  (Rosnow & Rosenthal, 1996:145).  Furthermore the 
initial equivalence of the experimental and control groups will be 
ascertained (Martella et al. 1999:134;  De Vos, 1998:135); 
 
- Maturation:  The change that is measured might be caused by human 
development over a period of time and not the programme itself 
(Vockell & Asher, 1995:225-226;  Rosnow & Rosenthal, 1996:154).  In 
order to avoid maturation as a threat to internal validity, both the 
Psycho-Educational Programme and the Placebo Programme will be 
implemented over a period of a week each and a week apart.  The 
implementation of both programmes over such a short period excludes 
the interference of maturation on the outcome of the experiment; 
 
- Instrumentation:  According to Vockell and Asher (1995:226) 
instrumentation as a threat to internal validity refers to “the fact that 
observed differences in an outcome variable could be the result of 
changes in the measurement process, rather than a result of the 
treatment itself”.  Rosnow and Rosenthal (1996:130,154) concurred 
with this statement by indicating the instrumentation becomes a threat 
to internal validity when the instrumentation is not relevant or sensitive 
enough to measure changes that occurred between the pre-test and 
post-test.  The researcher will deal with this issue by using the same 
pre-test and post-test questionnaires for completion by both the 
experimental and control groups; 
 
- Statistical regression:  Vockell and Asher (1995:228-231) refer to 
statistical regression as a situation where the sample groups were 
selected from the pool of volunteers, based on the extreme scores of 
the group namely the very high or very low scores of the group.  To 
avoid this threat to internal validity, the researcher will administer no 
assessment prior to the sampling of the experimental or control 
groups; 
 
- Experimental mortality:  The difference in outcome might be 
assigned to the change in composition of the sampled groups and not 
the implementation of the Psycho-Educational Programme itself 
(Vockell & Asher, 1995:231-233).  This threat to internal validity will be 
minimised by seeking informed consent from prospective participants 
as well as by adhering to the ethical measures that promotes the 
execution of research in a responsible manner; 
 
- Pretesting:  Vockell and Asher (1995:233-235) highlight that the mere 
participation in a pre-test process might resulted in a certain outcome 
even though the intervention programme might be ineffective.  The 
researcher will minimise this threat by ensuring that the items included 
in the pre-test questionnaire do not include embedded moral lessons in 
order to ensure an unobtrusive data collection process; 
 
- Instability:  The threat to internal validity occurs when the fluctuations 
in the data collected during the research process caused the 
observable difference between groups.  The observable difference can 
thus not be ascribed to the impact of the intervention programme itself 
(Vockell & Asher, 1995:235).  With the statistical analysis of data, the 
fluctuation of data will be managed in a statistical appropriate and 
responsible manner; 
 
- Expectancy effects:  A threat to internal validity is present when the 
participants’ perception of what the researcher expects influences the 
participants’ responses; the efficacy of the intervention programme is 
therefore not reflected (Vockell & Asher, 1995:235-237).  Participants 
will be reminded continually that the completion of the pre-test and 
post-test questionnaires aims at ascertaining the effectiveness and 
appropriateness of the programme.  Participants will also not be 
informed whether they were assigned to either the experimental group 
or control group; 
 
- Social and psychological threats:  Vockell and Asher (1995:237-
238) identified four threats that are related to the psychological and 
social dynamics of the experimental process, namely; diffusion, 
compensatory equalisation of treatments, compensatory rivalry and 
compensatory demoralisation.  Diffusion refers to the influence of the 
communication between the participation of the experimental or control 
groups.  In terms of this research process, diffusion will be avoided as 
the experimental and design groups will be assigned to two 
neighbouring schools as well as the planned short period of 
implementation.  Compensatory equalisation of treatments is regarded 
as a threat when outside observers give additional “perks” to the 
group, which they perceive to have been neglected by the researcher.  
This aspect was not a perceived threat, as both the Psycho-
Educational Programme and the Placebo Programme do not allow for 
perceived preferential treatment.  Compensatory rivalry occurs when 
the experimental group and control groups compete with each other.  
Compensatory rivalry will be avoided by assigning the experimental 
and control groups to two different schools.  The participants will also 
not know the participants of the other group, or whether they were 
assigned to the experimental or control group.  Lastly, compensatory 
demoralisation refers to a situation where participants in one of the 
groups feel neglected and subsequently are less attentive, interested 
and participative in the programme.  Fortunately, the participants will 
not be informed in terms of the nature and content of the programme to 
which the other group had been exposed to.  The participants will also 
not be aware that they will be exposed to a different programme, or, to 
which of the two groups they had been assigned;  and 
 
- Interaction of several factors:  Vockell and Asher (1995:238-240) 
acknowledge that the factors mentioned above do not only 
accumulate, they also interact and influence each other.  Due to the 
fact that all the potential threats will be addressed as appropriately as 
possible, it is assumed that the interaction of the factors and its 
influence on the outcome will be minimal. 
 
In this study, internal validity will be obtained by means of detailed capturing 
of the content and research processes of the study.  The capturing of the 
research process will give readers the opportunity to follow the trail of 
evidence.  The construction of the questionnaire, for example, will measure 
what it is supposed to measure.  It will also be aligned with the conceptual 
framework on which the development of the Psycho-Educational Programme 
was based (Leedy & Ormrod, 2001:31).   
 
2.4.3.2 External validity / Generalisability 
 
External validity can be described as a measure of the extent to which 
research findings can be generalized to the broader population (Bless & 
Higson-Smith, 2000:154;  Parahoo, 1997:393;  Smith, 1997:304;  Anderson & 
Bushman, 1997:21;  Leedy & Ormrod, 2001:105-106).  Anderson and 
Bushman (1997:21) state that the level of external validity is higher in field 
studies than in clinical laboratories.  Anderson and Bushman (1997:21) 
motivate this assumption by stating that laboratory settings, in many 
instances, have some artificial features which do not exist in the real world.  
An example of such an artificial feature is that in a laboratory setting, 
participants are overly aware of the fact that they are the subject of an 
experiment (Anderson & Bushman, 1997:21). 
  
The application of three strategies is suggested to enhance the external 
validity of a research project, namely: 
 
- Use a real-life setting or context; 
 
- Ensure that the sample is representative of the target population;  and 
 
- Replicate the research in a different context.  Should a repeat of the 
study in various contexts reach the same conclusion, evidence would 
have been provided that the conclusion has validity and applicability 
across diverse contexts and situations. 
 
In this research process, the external validity was obtained by firstly using a 
protocol to administer the questionnaire as research instrument.  Secondly, 
participant representativeness was ensured by ensuring the appropriateness 
of the sampling procedure, namely; random sampling during programme 
implementation and evaluation.  Thirdly, context representativeness was 
ensured by conducting the research in the actual secondary school where the 
teachers teach, and not by conducting the research in another setting or 
context. 
 2.4.3.3 Reliability 
 
The reliability of a research project is an estimate of the accuracy and internal 
consistency of a measurement instrument (Bless & Higson-Smith, 2000:156;  
Parahoo, 1997:38;  Leedy & Ormrod, 2001:31).  It is therefore concerned with 
the consistency of replicability (Smith, 1997:301;  Leedy & Ormrod, 2001:32;  
Glenfand & Drew, 2003:81).  The researcher will seek reliability by ensuring 
that acceptable and appropriate statistical procedures are used.  The 
researcher will further personally administer the pre-test and post-test where 
questionnaires are completed.  This measure will rule out differences in the 
administration of the instrument as she will be familiar with the way of 
administering the instrument.  
 
2.4.3.4 Objectivity 
 
Objectivity in the quantitative sense means that the researcher detaches 
herself from the phenomenon in order to study it.  The ways in which data is 
collected and analysed are expected to be free from bias on the part of the 
researcher (Smith, 1997:298).  It implies that, if exactly the same process is 
followed in the same circumstances by other researchers, more or less the 
same results should, in theory at least, be obtained (Parahoo, 1997:63).  
 
In order to attain objectivity, the researcher will ensure that the sampling of 
participants with the implementation and evaluation of the Psycho-
Educational Programme are carried out according to the random sampling 
method.  In this way, the personal preferences of the researcher will not 
influence the selection process.  The questionnaire will also be constructed to 
address the purpose of the study within the conceptual framework so as to 
avoid the misappropriation or irrelevance of research questions.  
Triangulation will furthermore be obtained by using various existing theories 
that are used to interpret the quantitative results (Morse, 1991:236).  Lastly, a 
research team comprising the study leaders as well as students and 
academic staff who share an interest in the topic under study, or who have 
specific expertise will give input in the research process (Morse, 1991:231). 
 
2.5 CONCLUSION 
 
In this chapter, the theoretical framework of the research design and method 
was outlined and discussed in detail.  The four sequential steps that are 
implemented in line with the research design are, step 1; the situation 
analysis, step 2; the development of the Psycho-Educational Programme to 
facilitate the mental health of teachers who experience aggression in a 
secondary school, step 3; implementation of the Psycho-Educational 
Programme and step 4; the evaluation of the Psycho-Educational 
Programme.   
 
The research approaches and related methods were contextualised in terms 
of this specific research study.  The research design, data collection 
procedures, process of data analysis, as well as measures of trustworthiness 
were discussed within the framework of the qualitative and the quantitative 
research approaches.  The qualitative research approach refers to the 
situation analysis and the development of the Psycho-Educational 
Programme.  The implementation and the evaluation of the Psycho-
Educational approach align with the quantitative research approach.   
 
In the next chapter, step 1 of the research design, namely the situation 
analysis, reflects the findings with the relevant literature control.  The situation 
analysis is regarded as processes that will provide the information, which will 
in turn be considered in the development of the conceptual framework of the 
Psycho-Educational Programme. 
CHAPTER 3 
SITUATION ANALYSIS – STEP 1 
 
The analysis of the individual phenomenological interviews 
 
3.1 INTRODUCTION 
 
“The gathering of information must be seen as a means to an end.  It can never  
become an isolated exercise.  Information must be relevant and necessary  
for the progress of the project.” 
(Swanepoel, 1992:49) 
 
For the purpose of the study, the situation analysis is regarded as the pre-
requisite step towards the development of a programme (De Vos, 1998:386).  
A situation analysis is conducted in order to generate theories or hypotheses 
in order to form the basis of the conceptual framework as well as the 
development of a Psycho-Educational Programme to facilitate the mental 
health of teachers who experience aggression in a secondary school.  
Processes related to the situation analysis provide the information for the 
development of the conceptual framework of the Psycho-Educational 
Programme.  This needs assessment may be conducted within a qualitative 
or quantitative research approach.  Although a needs assessment is often 
associated with the quantitative research approach, the researcher decided to 
make use of the qualitative approach (De Vos, 1998:361). 
 
In terms of the research design, the situation analysis was conducted within 
the framework of the qualitative research approach, thus allowing the 
researcher to explore, describe and contextualise teachers’ experience of 
aggression in a secondary school.  The situation analysis was conducted by  
means of individual phenomenological interviews that were conducted 
whereafter the data obtained was analysed by means of Tesch’s approach to 
data reduction. 
 
3.2 DEMOGRAPHIC INFORMATION 
 
The research took place at a secondary school situated in an urban area in 
the south of Johannesburg in the Gauteng Province of South Africa.  This 
specific suburb was demarcated for coloured people in the pre-democratic 
era of the South African history.  The democratisation of South Africa resulted 
in a community that is more representative of the South African society.  
Although the school is situated in a well-established suburb, informal 
settlements as well as low cost housing developments have resulted in a 
greater demand for access to secondary school education.  Consequently this 
secondary school that was initially built for a maximum of 1 000 learners 
currently accommodate 1 400 learners.  Both the teacher and learner 
facilities, including resources, such as teachers and learner and teacher 
support material, are thus drastically overextended.  
 
During the last decade, the nature of the school has changed from a school 
established to accommodate learners from a specific racial classification, to a 
school accommodating learners from a range of cultural, religious, racial and 
social backgrounds.  This diversity in racial and cultural backgrounds, as well 
as community needs and expectation exposed the teachers to a similar range 
of educational requirements.  This situation led to the purposeful sampling of 
participants, that allowed the researcher to conduct individual 
phenomenological interviews, to the point were additional data gathered 
would be superfluous. 
 
3.3 RESULTS OF PHENOMENOLOGICAL INTERVIEWS 
 
Mouton (1996:161) states that the analysis of data involves the reduction of 
the collected data in order to identify themes and patterns.  The data obtained 
during the interviews was thus interpreted according to Tesch’s descriptive, 
qualitative and systematic approach to data reduction (Creswell, 1994:154-
156). 
 
The identified themes and categories as reflected in Table 3.1 will be 
discussed.   
 
Table 3.1 Identified themes and categories sub-categories 
Theme Category 
A) Teachers experience feelings such as anger, hurt, 
frustration and disappointment. 
B) Teachers experience behavioural and attitudinal 
aggression. 
1.  Teachers experience aggression 
negatively. 
C) Teachers experience a cyclical build up of 
aggression. 
2.  Teachers perceive their locus of 
control in relation to aggression 
to be internal as well as 
external. 
 
A) Teachers experience lack of understanding 
between teaching colleagues, management and 
learners at school. 
B) Teachers experience dissatisfaction with the 
support provided by the Department of Education 
 
3.  Teachers are aware of barriers to 
the establishment and 
maintenance of constructive 
relationships between 
themselves and colleagues, 
management, the Department of 
Education as well as learners 
and their parents. C) Teachers perceive parents as unable to support 
them with the establishment and maintenance of 
learner discipline. 
 
Based on the identified themes and categories, relevant literature will be 
referred to so as to ensure the trustworthiness of the research, as well as to 
demonstrate the qualitative research process.  In order to allow the 
researcher and readers a glimpse into the real life situation of teachers in 
secondary schools and their experiences, quotations are repeated verbatim 
(Widmer, 2003:40).  For purposes of greater access to readers, the 
quotations have been translated into English. 
 
3.3.1 Theme 1 Teachers experience aggression negatively 
 
During the interviews the teachers indicated that they experience feelings 
such as anger, hurt, frustration and disappointment.  They described their 
interaction with the learners as mostly aggressive.  The teachers explain that 
their interaction with the learners elicits the display of aggressive attitudes 
and behaviour.  The teachers perceived these negative, destructive and 
harmful experiences of aggression to be of cyclical nature which they 
describe as a ‘vicious cycle’. 
 
3.3.1.1 Category A: Teachers experience feelings such as anger, hurt,  
frustration and disappointment 
 
In the interviews, teachers spoke of continually being faced by learners with 
challenging behaviour, whilst attempting to teach them more than that 
contained in the prescribed curriculum.  Teachers are of the opinion that it is 
important that learners’ personal development is such that they grasp the 
importance of quality work and work ethics.  According to the teachers, the 
learners unfortunately seem to feel no moral obligation to do their best, either 
in the class or in general school activities.  Learners seem not to hesitate in 
informing the teachers about their rights as learners; whilst teachers mention 
that they feel unable to talk to the learners about their rights as teachers.  
Whilst teachers attempt to deal with the negative experience and subsequent 
negative feelings, they indicate that they reach a point where they cannot 
continue in the same vain and, as a result, anymore and then they lose 
control over their emotions and behaviour. 
 
“Dis baie moeilik.  Jy is so frustreerd, want die kinders sal vir jou sê wat hulle regte is en jy kan 
nie … jy’s so frustreerd tot op ‘n punt waar dit ophou en dan verloor jy dit net.” 
[It is very difficult.  You are so frustrated because the children will tell you about their rights 
whilst you cannot do the same … you are so frustrated up to a point where it stops and then you 
just lose it.] 
 
“En dit is ook baie keer sleg, want as jy dit [werkstrots] los, dan voel dit vir jou jy leer vir die 
kinders niks meer as wat in die boeke staan nie.  Jy wil hulle tog leer van kwaliteit werk en van 
werkstrots en van erkenning kry vir goeie werk.  En hulle gee nie om nie.” 
[And it is bad a lot of times, because if you leave it (being proud of your work), it will feel as if 
you teach the children nothing more than what is in the books.  You really want to teach them 
about quality work and being proud of your work and getting acknowledgement for good work.  
And they don’t care.] 
 
Teachers’ continuous unsuccessful challenges to get learners to take pride in 
their own work, and to produce and submit quality work, prompts feelings 
such as helplessness, powerlessness, not being able to cope, regret, failure 
to make a difference, worry, helpless aggression, as well as the urge to take 
revenge.  The teachers mention that they neither want to harbour these 
negative feelings towards the learners, nor want to feel bad about themselves 
as people.  They describe these feelings as disturbing and state that 
metaphorically speaking, it takes their lives away. 
 
“Maar ek weet nie, soms kan ‘n mens dit net nie hanteer nie.” 
[But I don’t know, sometimes a person cannot handle it any more.] 
 
 
“Kyk vandag is jou hande afgekap.” 
[Look, today your hands are tied.] 
 
 
“Jy kan niks maak behalwe praat nie.” 
[You cannot do anything but talk.] 
 
‘Kyk ek ‘fight’ nou ‘violence’ met ‘violence’ en dit gaan my nie help nie.” 
[Look, I am now fighting violence with violence and it is not going to help me.] 
 
“En agterna (an aggressive act) is ek spyt, dan staan ek en dink dit was ‘uncalled for.” 
[And afterwards I regret it, and then I think it was uncalled for.] 
 
“Dit [aggression] vat jou wêreld weg, hoe kan ek nou verduidelik, dis kommerwekkend man, dit 
pla jou geweldig.” 
[It takes your world away, how can I explain, it is worrying man, it disturbs you tremendously.] 
 
“Dis ‘n gevoel wat jy voel maar jy mag niks daaraan doen nie:  ‘n tipe van magtelose aggressie.  
Mens hou aan dink aan ‘n manier om die kinders te kry en skotvry daarvan af te kom.” 
[It is a feeling you feel that you cannot do anything about:  a type of powerless aggression.  A 
person continues to think of a way to get the children back whilst getting away scot-free.] 
 
Harris (2005) is convinced that teachers are born, not trained.  Teachers’ 
primary decision to take up teaching as a profession is thus perceived as “a 
calling”, and not just another job option that was decided upon (Harris, 
2005:¶5).  Although training is essential to acquire the necessary teaching 
skills such as planning, curriculum and other practicalities, it is the less-
tangible, personal attributes that “makes” a teacher (Wilson, 2004:The First 
Teacher Truth, para.2).  Teachers’ greatest motivation lies within the 
satisfaction experienced in the interactive relationship with the learners, and 
indirect motivation experienced because of the successes the learners 
achieve under their guidance (Wevers & Steyn, 2002:207).   
 
Harris (2005) and Wilson (2004) state that teachers who are of the opinion 
that their effort makes a meaningful difference in a learner’s life, experience 
maximum job satisfaction.  Dietzel (2002) concurs with this statement by 
arguing that teachers have to view themselves as valuable, in order for them 
to value and care for others.  Without the experience of being a positive 
influence on learners’ lives, teachers are left feeling frustrated. 
 
Feelings, such as hurt, helplessness, frustration and anger are spontaneous 
emotional responses that are perceived negative experiences (Weisinger, 
1998:14).  As much as feelings provide important information that helps 
people to understand why they do what they do, it also alerts them to their 
comfort level in a situation.  Feelings therefore help people to understand 
their reactions.  Exploring personal feelings remains difficult because for 
people to tune into these feelings they need to experience the feeling and that 
can hurt.   
 
Anger, for example, is perhaps potentially the most volatile of all emotions, as 
it is usually another person who provokes the anger and at whom the anger is 
directed (Weisinger, 1998:58).  Kyriacou (1987:146) defines teachers’ 
experience of aggression as an experience of unpleasant emotions, such as 
tension, frustration, anxiety, anger and depression.  These feelings result 
directly from their work as teachers.  In addition, demands are made on the 
teachers and their efforts to meet those demands may result in an added 
experience of stress (Buwalda, 1990:75;  Wlson, 2004:¶3-4).  This experience 
of stress has a negative effect on the teachers’ mental and physical health 
(Kyriacou 1987:147).   
 Dietzel (2002) states that the degree of control or discipline teachers exercise 
in their classroom is important, and that learners easily sense when teachers 
lack self-confidence.  Dietzel (2002) reports that learners define confident 
teachers as teachers who are firm, fair, smile and never shout.  “For many 
teachers, corporal punishment remains a disciplinary option.  Part of the 
reason is that teachers feel helpless in the face of school violence” as stated 
by Morrell (2001:293).   
 
3.3.1.2 Category B Teachers experience behavioural and attitudinal 
aggression 
 
Teachers describe the learners’ behaviour as rude, defiant, challenging, 
loathsome and unwilling to conform to discipline.  They state that as soon as 
learners realise they are a bit down, it becomes a thrilling personal challenge 
to provoke them.  They further mention that the learners’ behaviour reflects 
their negative attitudes.  There are times when the learners swear at the 
teachers.  Teachers view swearing as one of the ways in which learners air 
their aggression.  According to the teachers, the learners resort to swearing 
because they know that the subsequent disciplinary action will not be severe.  
Teachers feel strongly that they should not be exposed to such unacceptable 
behaviour. 
 
“Hulle baklei baie.  Eenvoudige goed soos boeke en penne in die klas en hulle is baie lelik met 
mekaar … die manier wat hulle met mekaar praat.  Probeer hulle maar afskrik en in dieselfde 
asem dan probeer hulle dit doen teenoor die onderwyser.  Jy kan maar nie glo hoe hulle praat met 
die onderwysers nie, en somtyds laat die onderwysers stress.” 
[They fight a lot.  Simple things like books and pens in the class and they are also nasty to each 
other ... the way they talk to each other.  Try and frighten them off and in the same breath they 
try and do it to you as teacher.  You cannot believe how they talk to the teachers and sometimes it 
causes the teachers to stress.] 
 
“Hulle is uittartent en uitdagend.”   
[They are defiant and challenging.] 
 
“Kyk hulle is onbeskof.  Sulke vieslike … jy praat nie so met my nie.” 
[Look, they are rude.  Such loathsome … you don’t talk to me like that.] 
 
“Maar die kinders vloek die onderwysers.  ‘n Manier vir hulle om ontslae te raak van hulle 
aggressie.  En hulle weet vloek is nie so … jy gaan ‘n paar dae by die huis bly, ‘n verhoor gaan 
gehou word en dan is jy weer terug by die skool.” 
[But the children swear at the teachers.  A way to get rid of their aggression.  And they know that 
swearing is not that …. you will stay at home for a few days, a hearing will be held and then you 
are back at school.] 
 
“Maar nou, die kind wat ons hier het wil nie ‘conform’ tot ons orde en dissipline nie.  Hulle wil 
nie uniform dra nie, hulle wil nie by die tye en reëlings hou nie.” 
[But now, the child that we have here doesn’t want to conform to our order and discipline.  They 
don’t want to wear uniform, they don’t want to adhere to the times and regulations.] 
 
“Die kinders kom so gou agter as … daar is vir hulle niks lekkerder as wanneer jy die dag ‘n bietjie 
af is, om dit hulle werk te maak om juis moeilik te wees nie.  As hulle sien jy is nie vandag lus vir 
drama nie, is jy uitdagting nommer een.  Dan neem hulle dit as ‘n persoonlik uitdaging aan.” 
[The children quickly realize if … there is nothing more thrilling for them as when you are a bit 
down, to make it a point to be difficult.  If they see you are not up to drama, you are challenge 
number one.  Then they take it as a personal challenge.] 
 
The quotations reflect examples of the teachers’ experiences that influence 
their emotional wellbeing.  Robinson et al. (1999:195) summarise that; 
“teachers of students with significant behavioural problems are faced with 
enormous challenges.  Students who exhibit behavioural problems frequently 
engage in behavioral deviancy, including aggression, hyperactivity, 
impulsivity, lack of self-control, inattention and disrespect toward authority”. 
 
Mooij (1998:373) indicates that it is difficult to ignore aggressive behaviour in 
class.  Children who are disruptive in class and who persist with negative 
attitudes to school work and teaching staff naturally bring increasing pressure 
to bear on the teachers.  These acts of disruption could include rowdiness, 
abuse, bad language, talking and refusing to accept the teacher’s authority 
(Buwalda, 1990:90).  These examples of behaviour raise concerns, as a 
person’s behaviour throughout life reflects the status of that person’s mental 
health (World Health Organisation, 2004:14). 
 
Attitude is indicative of a person’s view on something and therefore affects 
the choices people make.  It is therefore a visible, discernible display of their 
demeanour and can change towards different issues.  Attitudinal aggression 
is more difficult to explain or prove because attitudes translate a stance or 
point of view to respond positively or negatively towards people, things or 
situations (Theory into Practice: Concepts, 2005).  Attitudes determine how 
people are likely to behave towards a given situation.   
 
The nature of one or more person’s attitude has to be considered in terms of 
the influence or impact it might have on a specific relationship or network of 
relationships.  Theory into Practice:  Concepts (2005) mentions that according 
to Festinger’s theory, a person’s personal beliefs influence personal attitudes 
towards things, behaviour, people or relationships.  The synergy or conflict of 
personal beliefs may therefore cause the adjustment or change in a person’s 
attitudes. 
 3.3.1.3 Category C:  Teachers experience a cyclical build up of 
aggression. 
 
Teachers describe their experience of aggression as a “vicious cycle”.  It is 
usually initiated by a provocative incident where the teacher starts to 
experience aggression that they attempt to control.  At a stage, though, 
control is lost and the aggression erupts verbally or physically.  After the 
eruption the teacher experience feelings of failure, regret and sadness.  This 
continuous process negatively influences there self-esteem as they don’t 
measure up to their expectation of adults and teachers. 
 
“ Al onse frustrasies kom na een plek toe, dis ‘n ‘time bomb’ wat wag om te ontplof.” 
[All our frustrations accumulates in one place, it is a time bomb waiting to explode.” 
 
“Julle was hierso toe die outjie my wou aanrand.  Dit was ‘n opbouing van maande se aggressie.” 
[You were here that day the guy attempted to attack me.  It was a build-up of months of 
aggression.” 
 
“Ek sien aggressie wat oorloop in ‘violence’.  Jy sien ook … in jou woede … in jou aggressie moet 
jy ook nie die kinders verneder nie.  As volwassene … jou aggressie kan oorloop na geweld.” 
[I see aggression that becomes violent.  You see also … in your anger … in your anger you must 
not humiliate the children.  As an adult … your aggression can become violent.” 
 
According to Krüger et al. (1993:9) exposure to aggressive role models 
seems to be linked to aggressive behaviour and can have an accumulative 
effect.  This building up of aggression can be exacerbated by the fact that 
aggressive people tend to become desensitised to the effect their aggressive 
behaviour have in general.  Lorenz (Answers.com, 2005) concurs with this 
opinion and argues that aggression is an innate character trait which people 
mostly suppress, causing the build up of aggression, which occasionally 
reaches the point where it explodes violently.  Aggression may also be a 
reaction to the frustration of primary needs such as feeling safe and secure 
(Answers.com, 2005:Encyclopedia,para.2). 
 
Underwood (2003:29-34) further explores issues and concepts related to 
social aggression.  Underwood (2003:32) defines social aggression as 
behaviour with the clear intention to do social harm.  These types of 
behaviour are divided into three categories, namely:  
 
- Harmful in terms of friendship, social relationships, social standing, peer 
status and self concept; 
 
- Explicit inclusion of non-verbal displays of social exclusion;  and 
 
- Includes overt and covert forms of relationship manipulation. 
 
Words and definitions related to aggression can be categorised according to 
behaviour or action, attitudes and emotions as reflected in table 1.2, and 
which will subsequently be discussed.  
 
 Aggression as behaviour or action 
 
Aggression as behaviour or action is defined and described in terms of the 
following concepts:   
 
- Assault:  A violent and sudden attack of physical aggression on a 
person or persons (Hornby, 1974:46); 
 
 
Table 1.2:  Categorisation of terms related to aggression 
AGGRESSION 
Behaviour or action Attitude Emotion 
• Assault 
• Bullying 
• Conflict 
• Force 
• Hostility 
• Intimidation/Coercion 
• Threat 
• Argumentativeness / 
Verbal aggression 
• Violence 
• Overt social exclusion 
• Attack 
• Hostility 
• Covert social exclusion 
• Relationship manipulation 
• Anger (agitated, bitter, 
enraged, exasperated, 
furious, irritated, mad and 
resentful) 
• Fury 
• Hate 
• Rage 
• Wrath 
• Hostility 
 
 
- Bullying:  Smith (2000:294-295) captures bullying as aggressive 
behaviour, which intentionally and continually hurts or harms another 
person.  A power imbalance is usually present that makes it difficult for 
the victim to defend him- or herself (Horne & Sockerman, 1996:78).  To 
some extent, the nature of the bullying is usually physical, although 
other forms of bullying, for example verbal abuse such as teasing, 
manipulation and deliberate social exclusion is also reported.  Bullying 
tends to be associated with pupil to pupil bullying in schools; however 
the term can also be applied to the workplace; 
 
- Conflict:  The behaviour two or more parties engage in based on the 
principle of opposing opinions or interests (Arunima, 1994:8); 
 
- Force:  The physical manipulation of others by a power-holder that 
forces others to do what they might not have otherwise done (Arunima, 
1994:8); 
 
- Hostility:  The behaviour towards others, based on emotions of anger, 
rage or negative attitude with an intention to hurt somebody; either 
emotionally or physically (Arunima & Gupta, 1994:8-9;  MacArthur & 
MacArthur, 1997); 
 
- Intimidation / Coercion:  A type of force or power that is not generally 
related to physical force, with the intention to compel others to do 
something they might not have done otherwise (Arunima & Gupta, 
1994:8). 
 
- Threat:  The mutually understood verbal or non-verbal message 
between parties, which indicates the dire consequences that will follow 
in case of non-compliance of a demand (Arunima & Gupta, 1994:8); 
 
- Argumentativeness and verbal aggressiveness:  Infante and 
Rancer (Roberto & Finucane, 1997:22) define argumentativeness as a 
characteristic that predisposes a person to advocate a certain view or 
perception regarding an issue and to verbally attack others with 
conflicting views.  In a similar situation, verbal aggressive people tend 
to attack persons with different views or perceptions on a personal 
level.  Examples of such verbally aggressive messages are:  character 
attacks, competence attacks, attacks relating to physical appearance, 
attacks relating to background, attacks relating to personality, 
maledictions, teasing, ridiculing, threatening statements, sexual 
harassment and attacking of persons close to the person that is 
participating in the discussion (Roberto & Finucane, 1997:23); 
 
- Violence:  Violence can be defined as the application of injurious 
physical force to a person or property (Arunima & Gupta, 1994:8; 
Siann, 1985:10).  Anger and hostility appear to be important factors in 
the occurrence of violence in schools (Smith & Furlong, 1998:201).  
Anderson and Bushman (1997:23) are of the opinion that violent 
crimes are the most extreme acts of aggression; 
 
- Overt social exclusion:  Underwood (2003:32,33) explains overt 
social exclusion as behaviour which openly or directly excludes a 
person or group from social relations, for example, ignoring a person or 
persons openly or leaving a venue as soon as a person or persons join 
the conversation.  This is more commonly known as snubbing;  and, 
 
- Attack:  Hornby (1974:49) defines attack as a verbal or written attempt 
to hurt or overcome defeat or adverse criticism.   
 
 Aggression as attitude 
 
Attitudinal aggression is briefly defined and described in terms of the following 
concepts:   
 
- Hostility:  MacArthur and MacArthur (1997) describe hostility as a 
negative attitude towards others which includes more blatant attitudes 
of cynicism, mistrust and belligerence; 
 
- Covert social exclusion:  The demonstrable difference between 
covert and overt exclusion is that covert social exclusion has much 
more attitudinal characteristics such as manipulation and spreading of 
rumours so as to ensure that a person or persons are excluded from 
social relationships, even from other people, more known as slander 
and character assassination (Underwood, 2003:32,33).  Overt social 
exclusion refers to more blatant behaviour and 
 
- Relationship manipulation:  Hawker (2001:545, 753) describes a 
relationship as “the manner in which people or groups feel and behave 
towards each other” and manipulation as “the skill to handle, control or 
influence in a clever or underhand way”. 
 
 Aggression as emotion 
 
Aggression as emotion is defined and described in terms of the following 
concepts;  anger, fury, hate, wrath, hostility and rage.  These concepts related 
to aggression are respectively described as follows:   
 
- Anger:  The feeling that is evoked or experienced when one has been 
wronged or insulted, or when cruelty or injustice is witnessed that 
might lead to people wanting to quarrel or fight (Hornby, 1974:30).  
Synonyms that are used in relation to “angry” are:  agitated, bitter, 
enraged, exasperated, furious, irritated, mad and resentful 
(Capacchione, 2001:23); 
 
- Fury:  The wild outburst of feelings or violent excitement, specifically in 
relation to anger (Hornby, 1974:356).  It may be regarded as a more 
intense form of anger; 
 - Hate:  Hate is defined as a strong and intense dislike in people or 
objects in given situations (Hornby, 1974:400); 
 
- Rage:  An outburst of furious anger or violence; to become violently 
angry (Hornby, 1974:703); 
 
- Wrath:  The feeling of great anger (Hornby, 1974:1015);  and 
 
- Hostility:  Feelings of hostility is a typical emotion related to anger, 
and can range from irritation to rage (MacArthur & MacArthur, 1997). 
 
These concepts related to aggression range from assertive behaviour, or 
healthy competition, to aggression related attitudes and emotions to sadistic 
violence or brutality (Arunima, 1994:3).  For the purpose of this study, the 
researcher views aggression as an emotion or behaviour that is socially 
undesirable and emotionally destructive.  The researcher acknowledges that 
aggression can inflict hurt that need not necessarily involve physical violence 
(Siann, 1985:4; Baron, 1977:7; Jewett, 2000:1). 
 
3.3.2 Theme 2 Teachers perceive their locus of control in relation to 
aggression to be internal as well as external 
 
During the interviews teachers described experiences, situations and 
incidents where they became aware of the fact that their experiences relate to 
their centres or loci of control.  With reference to their experiences of 
aggression at the secondary school, internal as well as external loci of control 
were mentioned.   
 
The teachers who participated in the interviews are aware of the fact that they 
are not allowed to physically punish the learners and, that if they are caught, 
disciplinary action would be taken against them.  They mentioned that this 
puts them under tremendous stress.  They further mentioned that they have 
realised it is important to respect the learners, and acknowledge their 
background and point of view.  They know it is imperative to control their own 
aggression, because, it they lose control they are not sure where it might end. 
 
“En ek weet ek mag nie (aan leerders slaan nie), en as hulle my vang, dan’s daar moeilikheid, en 
dit plaas my onder geweldige stress.” 
[And, I know I’m not allowed to (hit learners), and if they catch me, then there will be trouble, 
and it puts me under tremendous stress.] 
 
“Ek dink wat ek oor die jare geleer het is om hulle te respek.  Want dit lyk die enigste manier, jy 
moet hom resepekteer en jy moet weet vanwaar kom hy.  Jy moet hom verdra, en jy moet jou 
humeur beheer.” 
[I think what I have learnt over the years is to respect them (learners).  Because it looks as if it is 
the only way, you have to respect him and you have to know where they come from.  You have to 
tolerate him and you have to control your temper.] 
 
“Jy jouself weet nie wanneer jy kwaad word nie en waar gaan dit eindig nie.  So selfbeheersing is 
belangrik.” 
[You yourself don’t know when you will get angry and where it might end.  So self-control is 
important.] 
 
“Ek glo wanneer ek tugtig, moet ek dit nie doen uit woede nie, want dan gaan ek dit verloor.  Jy 
moet altyd in beheer wees.” 
[I believe when I punish I must not do it out of anger, because then I will lose it.  You always 
have to be in control.] 
. 
“Dis, jy gaan nooit wegkom van die ding dat die kinders jou gaan kwaad maak nie.  Jy sal net 
moet leer om jouself nie toe te laat om kwaad te word nie, want jy bereik niks nie.” 
[So, you will never get away from the thing that children will make you angry.  You just need to 
learn not to allow yourself to get angry, because you achieve nothing.” 
 
“Maar ek klap altwee sommer warm al weet ek dit is verkeerd, maar dis hoe ek meestal op die 
oomblik ‘cope’.” 
[But I smack both although I know it is wrong, but it is how I cope mostly at this stage.] 
 
The teachers also admitted that there are situations where their behaviour is 
influenced by other contributing factors such as overcrowded classes and 
ineffective legislation and policies.  These contributing factors perceived as 
frustrating and even upsetting, exacerbate an already untenable situation.  
The teachers subsequently ascribe their aggressive behaviour to the fact that 
they perceived to have no control over their reactions.  The abolishment of 
corporal punishment is regarded as a major factor, eliciting feelings of 
resentment towards learners; subsequently justifying the fact that the 
teachers don’t regard themselves as approachable.  There were also 
teachers who perceived that they were not always able to control their 
feelings of aggression, as aggression is part of human nature.   
 
“Ek wou die outjie te lyf gaan, want hy het my opsetlik ‘defy’.  Hy’t vir my gewys:  ‘Man jy’t nie 
sê oor my nie.” 
[I wanted to hit the boy because he defied me intentionally.  He showed me ‘Man you have no say 
over me.” 
 
“Vandag kan die kinders nie na ons toe kom nie, want ons kan nie vir hulle slaan nie.  Gevolglik 
bou jy hierdie … kan jy nou maar sê wraak op teenoor die kind.” 
[Today children cannot approach us because we cannot hit them.  As a result you develop this … 
you can say resentment towards the child.” 
 “So omdat ek nie kan nederig is nie, gaan ek nou ‘violence’ gebruik om reg te maak vir wat jy aan 
my gedoen het.” 
[So because I am not able to be humble I will now use violence to resolve what you have done to 
me.” 
 
“Maar ons is mens!  Jy raak aggressief en jy kan dit nie regverdig nie.  Ons kan nie.” 
[But we are human!  You become aggressive and you cannot justify it.  We cannot.] 
 
“Daar is baie wrywing, botsing, aggressie tussen onderwysers en leerlinge.  Dan vra ek altyd 
waarom:  Ons sit met groot klasse en om eerlik te wees, baie onderwysers kan dit nie hanteer nie.” 
[There is a lot of friction, clashes, aggression between teachers and learners.  Then I always ask 
why.  We sit with big classes and to be honest, many teachers cannot handle it.] 
 
People tend to ascribe the probability of potential successes or failures either 
to internal or external factors or causes.  The concept of locus of control 
contains perceptions of self control and beliefs about one’s fate in life 
(Cupach & Canary, 1997:60).  Bayne (2000:ix) refers to locus of control as a 
generalised make-up that is acquired from past experience, where it is 
believed that rewards either are, or are not, controllable by a person’s own 
efforts.  Rotter (Howard, 1996) expands on this understanding by 
distinguishing between internal and external locus of control.  According to 
Bayne (2000:40) there are numerous factors that are related to an internal or 
external perception of locus of control.  “Generally, the development of locus 
of control stems from family, culture, and past experiences leading to 
rewards” pronounced Wiked (2005).  Most people with an internal locus of 
control have been shown to come from families that focused on effort, 
education, and responsibility.  These perceptions or belief systems have a 
direct impact on the way in which they perceive social support.  It therefore 
influences peoples’ sense of well-being, including mental health.   
 People who take responsibility for their own actions are mindful of how their 
behaviour might affect others and how they might react (Cupach & Canary, 
1997:60).  Strydom (Van der Riet, 1999:110) and Rotter (Howard, 1996) refer 
to internal locus of control as self-discipline, which is regarded as the highest 
form of discipline.  They call on their independent will which is grounded 
within their self-awareness and free of other influences in a search for a 
greater degree of personal control (Covey, 1999:70).  
 
Covey (1999:66, 147-148) continues to argue that independent will is the 
human attribute that makes effective self-management possible.  He bases 
his argument on the fact that independent will is the ability to make decisions 
and choices and to act in accordance with these.  This ability to make choices 
and act accordingly allows human beings to initiate a proactive plan or 
intention and not only to respond in a reactive manner.  In view of the fact that 
a person’s independent will is not dependent on age, literature indicates that 
there is no significant relationship between age and locus of control (Woolley, 
1990:63) 
 
Covey, (1999:70-71) reminds readers that proactive behaviour or freedom to 
choose relies on the following fundamental skills, namely: 
 
- Self awareness:  the ability to reflect on your personal thoughts; 
 
- Imagination:  the ability to think creatively, to “dream” without binding 
your thoughts to the limitations of reality; 
 
- Conscience:  the fundamental personal belief in terms of what is 
perceived as right or wrong.  Conscience is directly related to our 
personal values and sets the boundaries or framework that defines the 
extent to which we are willing to abide by these values in our daily 
living.  Abrams and Segal (1998:11) are of the opinion that it is 
possible that teachers either model their aggressive behaviour to 
learners or reinforces the aggressive behaviour of learners.  It is thus 
critical that teachers reflect on their behaviours and attitudes;  and 
 
- Independent will:  the ability to act or behave in accordance with 
one’s own self-imposed constraints, based on a sense of right and 
wrong as well as fair play. 
 
“The human will is an amazing thing.  Time after time, it has triumphed 
against unbelievable odds.  The Helen Kellers of this world give dramatic 
evidence to the value, the power of independent will” (Covey, 1999:148).  
Covey (1999:148) concludes, by stating that the independent will of a person 
is closely related to the person’s integrity; integrity which he defines as the 
value we place on ourselves.  Integrity gives us the volition and discipline to 
decide to prioritise in life, to commit to these priorities and to realise them.   
 
People might perceive others who tend to assign responsibility for events to 
something or someone external to themselves as unlikely to take 
responsibility for their own actions.  Rotter in Howard (1996) explains that this 
deterministic acceptance may reach such an extent that they believe their 
success, or failure, is due to factors outside of their control.  Examples of 
such external factors are forces such as chance, divine intervention and luck.  
In addition, Cupach and Canary (1997:60) declare that people who 
experience their locus of control as external, struggle to cope effectively with 
stress which might be explained by an inadequate level of self esteem and 
self efficiency.  In contradiction to these deterministic beliefs, people with an 
internalised locus of control attribute their successes or failures to their 
personal effort and ability or lack thereof (Bayne, 2000:ix).   
 
Ricketts (1997:42) summarises the concept “locus of control” by stressing that 
individual and independent daily living is the behavioural characteristics of a 
person with internalised leadership qualities.  A person with internalised 
leadership qualities embraces his or her intra-personal responsibilities and is 
aware of his or her personal abilities and limitations.  In addition, Cupach and 
Canary (1997:61) state that; ”research has shown that locus of control 
specific to the domain of interpersonal relations affects how people manage 
conflict and solve their relational problems in general”.  Teachers who 
experience an external locus of control will thus experience difficulties in 
interpersonal relationships and conflict management, whilst teachers who are 
aware of their personal abilities and limitations, might find it easier to take 
responsibility for their behaviour and attitude. 
 
3.3.3 Theme 3 Teachers are aware of barriers to the establishment 
and maintenance of constructive relationships 
between themselves and colleagues; the 
management of the school; the Department of 
Education as well as learners and their parents. 
 
During the interviews teachers described various barriers that hamper the 
effective and efficient implementation of their functions and work satisfaction.  
These barriers firstly include intuitional barriers, such as a lack of 
understanding between the teaching fraternity and the management of the 
school, as well as lack of support from the Department of Education.  
Secondly, the barriers are related to problematic interpersonal relationships 
such as the relationship teachers experience between themselves and the 
learners.  Lastly, the teachers do not believe that parents are adult or mature 
enough to discipline their own children and thereby do not support teaching 
staff. 
 
3.3.3.1 Category A Teachers experience lack of understanding between  
themselves, colleagues, management and learners 
at school 
 
The teachers mentioned that there were incidents where they experienced 
tension between themselves as staff, but they reported that most of the time 
they experienced camaraderie and support from fellow-teachers.  In relation 
to the management of the school they sometimes felt that the management 
team of the school was not sensitive enough towards the stress and difficult 
working conditions teachers were continually exposed to. 
 
“Onderwysers, kollega teenoor kollega.  ‘n Onderwyser kan nie die kind hanteer nie, kollega ‘react’ 
met die implikasies daaraan verbonde.  Nou, nou,nou blameer jy die kollega: dis deur jou;  ek sou 
nie kwaad geword het nie, maar nou kom jy en probeer die kollega help en die kind is onbeskof met 
jou.  Nou’s dit ‘n ding tussen jou en die kind.” 
[Teachers, colleague to colleague.  A teacher cannot handle a child; colleague reacts with the 
subsequent implications.  Now, now, now you blame the colleague; it’s because of you;  I would 
not have become so angry, but now you come and attempt to help the colleague and the child is 
rude towards you.  Now it is a thing between you and the child.” 
 
 “Daar is ook aggressie onder die onderwysers tot ‘n mate, maar baie minimaal.  Die gemoedere 
loop ook maar hoog tydens eksamens wanneer die druk baie is.  Maar ons hanteer dit goed deur net 
te praat met die mense.  Ons het nog nooit ‘n situasie gehad waar onderwysers wou handgemeen 
raak nie.” 
[There is also aggression amongst teachers to some extent, but very minimal.  Tempers can also 
flare during exams when there are lots of pressure.  But we handle it well by talking with the 
people.  We have never had a situation where teachers fought physically.] 
 
“’Management’ veroorsaak dit, ‘management’ dra by tot dit waar ons besluite maak in ‘n 
vergadering, dis die stappe wat ons gaan volg.  ‘n Week daarna word ons hande afgekap.” 
[Management causes it, management gives their input where we make decisions in meetings, and 
these are the steps we will follow.  A week after this our hands are tied.” 
 
Teachers indicated that they found it difficult to establish and maintain 
constructive relationships with learners.  They mentioned that situations exist 
where they did not give learners an opportunity to explain or defend 
themselves.  They also experienced feelings of unwillingness to support 
learners who had problems. 
 
“En ons as onderwysers tree op teenoor die kind wat jy die dag sien.  Jy gaan nie vir hom of haar 
die geleentheid gee om hom of haar se kant te lig nie.  En onmiddelik is dit ‘n … daar’s nie daai 
verstandhouding soos wat dit eers was toe ek op skool was nie.” 
[And we as teachers stand up against the child that you see on that day.  You are not going to give 
him or her the opportunity to give their side.  And immediately it is a … there isn’t that 
understanding like it was when I was at school.] 
 
“As die kind ‘n probleem het gaan jy net dink:  gaan ‘bugger you’.” 
[If the child has a problem, you just think:  go bugger you.] 
 
“Ek weet nie, ek het al baie keer probeer om ‘n pad met die kinders te loop, om met hulle te praat 
oor wat gebeur, maar dit maak nie eintlik ‘n indruk op hulle nie, want hulle is nie ingestel op 
ander mense nie.  Wat hulle wel ontstel , is dat iemand hulle wel ontstel.” 
[I don’t know, I have tried many times to take children on a road, to talk to them about what 
happens, but it doesn’t actually make an impression on them because they are not focused on other 
people.  What really upsets them is that someone upset them.] 
 
Teachers who experience job satisfaction and who believe that they definitely 
make a difference in the lives of learners are able to tolerate a great deal of 
stress that is inherent to teaching (Friedman & Farber, 1992:33).  Within the 
teaching environment the constructive establishment and maintenance of 
relationships are essential to teacher’ experiences of achievement at school. 
 
Labuschagne and Eksteen (Van der Merwe, 1998:10) state that a relationship 
is an inter-connection between more than one party such as people or 
figures.  Relationships between people are regarded as the primary need of 
human beings (Van der Merwe, 1998:10).  The British Broadcasting 
Corporation:  Health (2005) reported that the establishment and maintenance 
of constructive relationships between people who have the same interest, 
such as colleagues, staff, learners, parents and members of the community, 
are thus critical for personal mental health and emotional wellbeing. 
 
Weisinger (1998:152) identified three crucial aspects in the establishment and 
maintenance of any constructive relationship; namely: 
 
- meeting each other’s needs; 
 
- relating to each other over time;  and 
 
- exchanging or sharing information or experiences about a person’s 
feelings, thoughts and ideas.   
 
In addition to these three aspects, Van der Merwe (1998:23-25) states that 
the establishment and maintenance of a constructive relationship further 
depends on the satisfaction of a person’s need to be handled in a fair, 
friendly, consistent and trusting manner.  A person has the need to be heard 
before assumptions, judgements or decisions are finalised (Whittier College, 
2002:¶6).  These expectations extend to the management style that should 
be implemented at school.  Management styles at school have to move away 
from the bureaucratic style of management to the collegial management style 
where teachers participate in the management of the school (Singh & 
Manser, 2002:57). 
 
The basis of any relationship is communication.  Without communication – be 
it verbal, non-verbal, written, telephonic, e-mail – there is no connection and 
hence no relationship (Weisinger, 1998:107; Van der Riet, 1999:29,34-43).  
Weisinger (1998:107) describe the essential skills to assist in effective 
communication as: 
 
- self-disclosure:  clearly telling the other person what you experience, 
think, feel and want; 
 
- assertive behaviour:  affirmation of a person’s opinions, ideas, beliefs 
and needs while respecting those of others; 
 
- dynamic listening:  the ability to sense the underlying message in what 
the other person is communicating; 
 
- criticism:  constructively sharing your ideas and feelings about another 
person’s ideas and actions;  and, 
 
- team communication:  effective communicating in a group situation. 
 
The British Broadcasting Corporation:  Health (2005) further reports that 
conflict in relationships have to be managed constructively to prevent its 
break down and continues that the only means to manage conflict 
constructively, is to accommodate the needs of all parties involved in the 
relationship, of which effective communication is a prerequisite.   
 
Effective communication is critical in the negotiation and establishment of 
rules and boundaries of any relationship (Becvar & Becvar, 1996:67).  Based 
on the fact that rules guide and inform the setting of boundaries, it is essential 
that the rules represent a balanced combination of appropriate, rigid and 
diffuse characteristics (Becvar & Becvar, 1996:193; Van der Riet, 1999:61, 
84-85).  Adherence to the agreed rules and boundaries allows the 
establishment and operation of a relationship that expresses the values of 
parties to the relationship.  A major barrier in the establishment and 
maintenance of a fulfilling and productive relationship is ignorance of the 
relationship boundaries.  It usually makes the parties involved in the 
relationship to feel uncomfortable (Weisinger, 1998:159).  
 
Becvar and Becvar (1996:75,191) clarify this issue by stating that a 
relationship exists in order to fulfil a specific purpose.  With reference to the 
working relationships between the teachers, the teachers and their 
colleagues, learners and learners’ parents, it is assumed that different 
relationships would be agreed and abided to even though the boundaries of 
the said relationships are quite different (Wevers & Steyn, 2002:209).  
 
Weisinger (1998:5) is of the opinion that by not recognising your anger 
towards learners, teachers are disempowered in the constructive 
management thereof.  The inability to manage the aggression might explain 
why teachers eventually shout and yell at learners (Weisinger, 1998:5).  This 
type of behaviour towards learners undermines potentially constructive 
relationships between learners and teachers.  Weisinger (1998:5) continues 
that addressing problems as they arise, abolishes the perception that 
something is wrong when problems occur.  The acceptance that the existence 
of problems is part of daily life makes it easier to identify and acknowledge 
the existence of problems.  The existence of problems is usually denied in an 
attempt to make them go away (Weisinger, 1998:49). 
 
Hoy and Miskel (1987:55), as well as Faria (1982:1) indicate that harmonious 
relationships between education managers, teachers and learners are 
challenged occasionally because the school is a system where social 
interaction occurs.  The key to making relationships with colleagues and 
learners work is by being able to recognise and respond to feelings and 
emotions of others, guiding those emotions toward productive resolution of a 
situation and using those emotions to help others help themselves 
(Weisinger, 1998:105).   
 
3.3.3.2 Category B Teachers experience dissatisfaction with the  
    support provided by the Department of Education 
 
The teachers strongly felt that the Department of Education was not 
committed to provide them with the necessary support.  According to the 
teachers, the Department of Education did not focus on individual schools’ 
problems and staff, but rather viewed issues globally.  The teachers were 
further of the opinion that the Department of Education created a complex 
and rigid disciplinary process that was difficult to implement and made it 
virtually impossible to expel learners who should be expelled.  The result was 
that learners who should have been expelled from school were still attending 
school whilst the school documented a solid enough paper-case against the 
learner.  In the interim, no support was provided to the teaching staff that had 
to handle the learner at the schools.  Teachers further experienced that, 
because learners were aware of the difficulty to implement the disciplinary 
measures, learners provoked them even further.  The teachers expressed the 
need for the school management team, the Department of Education, parents 
and themselves to join hands in order to discipline learners in a constructive 
manner.  Teachers continued to state that they experience being ruled and 
forwarded by a massive, lethargic and unsympathetic bureaucracy. 
 
“En ek glo onse Departement, die Departement, en daai’s my persoonlike opinie, ek glo hulle doen 
nie genoeg om na ons as onderwysers om te sien nie. Jy kan nie aan ‘n kind vat of op hom skree 
nie, dan kom sy ouers gou.  Jy kan nie aan hom raak nie.” 
 
[And I believe our Department, the Department, and that is my personal opinion, I believe they 
don’t do enough to look after us.  You cannot touch a child or yell at him, and then his parents 
will come.  You cannot touch him.] 
 
“Kyk die Departement, hulle kyk ‘globally’, hulle kyk net so na Suid-Afrika in die algemeen.  
Hulle sonder nie seker plekke uit waar dinge maar woelig gaan nie.  Hoe gaan hulle dan ooit weet 
hoe sukkel ons regtig hier in onse skool?” 
[Look the Department, they look globally, and they just view South Africa in general.  They don’t 
isolate problematic areas.  How will they ever know how much we really struggle here in our 
school?] 
 
“Dis baie moeilik om ‘n kind gekors te kry, jy moet eers dit doen, dan dat doen, jy moet ‘n dikke 
‘file’ hê teen die kind voor hulle eers daarna sal kyk.  Intussen gaan dit maar aan.” 
[It’s very difficult to expel a child, you first have to do this, then that, you must have a thick file 
against the child before they will even consider it.  In the meantime we just have to go on.” 
 “Die Departement en ouers moet saam met ons werk om dinge te hanteer in plaas van om alles vir 
ons te los om te ‘handle’. 
[The Department and parents must work with us to deal with things rather than leaving 
everything for us to handle.] 
 
“Kinders weet hoe werk die sisteem.  Hulle weet kinders word nie geskors nie … dis die 
Departement.” 
[Children know how the system works.  They know children are not expelled … it’s the 
Department.] 
 
The challenging expectations of a system similar to the Department of 
Education impinge subsequently on the performance of the staff.  This is 
especially true where it is ensured that teachers are all too aware of how 
rules, regulations, directives and policies are enforced, with no cognisance of 
being practical, reasonable and attainable.  According to Green (2001:129) 
the development of policies and legislation that are difficult to implement 
happens because teachers are excluded from consultation processes in the 
development of policies they are required to implement.  Such a bureaucratic 
approach often leads to a damaged sense of self-worth or intense stress of 
teachers as a result of the “top-down” inflexibility (Buwalda, 1990:79).  
 
Wevers and Steyn (2002:209) are of the opinion that teachers perceive the 
Department of Education negligent or ignorant in ensuring that teachers have 
access to the necessary support systems, for example; appropriate, quality 
training as well as teaching facilities.  Teachers’ experience of support outside 
of the school, such as the District support staff, is important in terms of the 
level of their motivation (Pelletier, Legault & Seguin-Levesque, 2002:193).  
Unfortunately, the teachers further perceive that they are left alone in the 
disciplining of learners such as the barring of corporal punishment without 
ensuring that other effective measures were put in place, for example, training 
teachers to facilitate alternative and constructive measures of discipline at 
grass roots (Morrel, 2001:292,298).   
 
Support programmes, such as “Education for Peace” and “Management of 
aggression in the workplace” address qualities such as sympathy, empathy, 
patience, mutual respect and respect for other peoples’ possessions, 
communication, listening as well as negotiation skills (Carl & Johannes, 
2002:162,165;  Lynch, 1998:7-8).  The “Management of aggression in the 
workplace” programme acknowledges that aggression in the workplace has 
emerged as an important safety and health issue in today’s working 
environment.  Safety at work is often dismissed as something that is dealt 
with only after it happened.  A more preventative than reactive attitude would 
enable employers to manage actual and potential aggressive situations (Tern, 
1999:1). 
 
3.3.3.3 Category C Teachers perceive parents as unable to support  
  them with the establishment and maintenance of  
  learner discipline 
 
Most teachers were of the opinion that irrespective of how strongly parents or 
guardians wanted to support them in maintaining discipline at school, parents 
are unable to.  Examples were cited where parents indicated that they were 
scared of their children, or where the parents lacked the necessary parenting 
skills.  Lastly, there were also parents who did not feel they have any 
obligation to support teachers in terms of disciplining their children. 
 
 
“Ons het nie probleemkinders nie, ons het probleemouers:  die ouers kan nie dissipline handhaaf by 
die huis nie, maar hulle verwag dat die onderwysers dit moet doen. 
[We don’t have problem children, we have problem parents:  the parents cannot maintain 
discipline at home, but they expect that we as teachers do it.] 
 
“Partykeer die ouers ook, want jy verwag goed wat hulle nooit by die huis geleer het nie.” 
[Sometimes the parents also, because you expect things from them they never learnt at home.] 
 
“Meeste van die ouers is gewillig om te help, maar hulle weet glad nie hoe nie.  Daar is van daai 
kinders wat hulle ouers pimpel en pers slaan as ons hulle bel of met hulle kontak maak.  Maar dit 
skrik nie die kinders af nie.  Baie van daai ouers is te bang om die kinders te konfronteer, want 
hulle is bang die kinders slaan hulle.” 
[Most of the parents are willing to help but they don’t know how.  There are of those children 
that hit their parents black and blue if we phone them or make contact with them.  But is doesn’t 
frighten them.  Many of those parents are too scared to confront the children because they are 
scared the children will hit them.] 
 
“Ja, kyk mens kan nie elke keer as die kind jou irriteer die ouers laat inkom en die saak met hulle 
gesels nie, want die ouers kan self nie hulle kinders ‘discipline’ nie.  So wat gaan ons eintlik regkry 
as ons die ouers se hulp ook vra?  Niks nie, hulle gaan net weer terugkyk na ons toe.” 
[Yes, look a person cannot ask the parents to come and talk to you each time a child irritates you 
because the parents themselves are not able to discipline the children.  So what we will we gain if 
we ask support from the parents?  Nothing, they are just going to look back to us.] 
 
Wilson (2004) states that teachers need more support from parents in order 
to reinforce the efforts by educators and other school staff to effectively 
discipline learners at school.  McGee, Silva and Williams (Debaryshe & 
Fryxell, 1998:205) concurs with this statement, by indicating;  “problems 
stemming from children’s uncontrolled expressions of anger and aggression 
are among the most common and serious concerns of parents and teachers”.  
Wilson (2004) agrees that lack of parental support is an increasingly 
challenging phenomenon at schools.  Star (2005) mentions that most parents 
of secondary school learners are of the opinion that it is no longer necessary 
to establish and maintain a close relationship with staff at the school and 
indicate that the opposite is actually true.  The British Broadcasting 
Corporation:  News (2005) concurred in a report that teachers are even more 
regarded and treated as scapegoats who have to be accountable in terms of 
wider social problems.  Star (2005) reiterates this sentiment and explains that 
the difficulty arises from the fact that secondary school learners are perceived 
to be old enough to take responsibility for themselves, and the fact that these 
learners do not talk about their life at school with their parents.   
 
Stevens, Wyngaard and Van Niekerk (2001:151) state that parental 
participation in their children’s school and community life has a number of 
benefits.  A crucial benefit is that the parents are able to share their children’s 
experiences and so better comprehend their children and their needs.  The 
parents further are afforded the opportunity to interact with other significant 
people in their children’s lives, such as friends, teachers and principals.  
 
Family life provides the primary model of emotional learning; it is where the 
family members learn how they feel about themselves and others and how 
they deal and react to these emotions.  Taylor (2004) is convinced that the 
family context should provide the environment where children are supported 
in a manner which allows them to explore their emotions, thus including 
developmentally appropriate strategies and methods discipline.  Family 
members, especially the parents or guardians, therefore have a crucial role in 
the acquisition and modelling of emotional socialisation skills because 
children who are exposed to frequent parental anger and destructive conflict 
at home are more sensitive to adult anger (Debaryshe & Fryxell, 1998:206; 
Krüger et al. 1993:9;  Lemmer, 1999:89).  Parent involvement at school has 
been demonstrated to have a positive impact on student achievement both 
academically and behaviourally.  Unfortunately, lack of continual parent 
involvement and supervision has been found to contribute to adolescent 
aggression and violent patterns of behaviour (Morrison, Robertson & Harding, 
1998:219,223. 
 
The learners’ home provides the basis for, and may represent the norms, 
values and culture of the broader community of which the school is part 
(Theron, 1994:20; Smith & Furlong, 1998:201-202).  Should these norms, 
values and culture not be aligned to the code of conduct at school, it is 
viewed as a major source of potential conflict and tension within the school 
(Theron, 1994:20).  
 
Conflict in school systems with respect to the dominant community values, 
the bureaucratic roles, individual personalities, and the goals of the 
organization, for example the Department of Education, is inevitable (Theron, 
1994:20).  Star (2004) concurs with this statement by further motivating that 
these issues stand at the core of community living and where these views are 
not common to all parties, conflict will arise.  A community and institutional 
system, such as a secondary school where parents, staff, learners, families 
are directly facing the same issues with a diversity of paradigms, norms and 
values, the presence of conflict should be expected (Taylor, 2004).  This 
confirms the possibility that the views of the parents and community are 
biased and in conflict with those of the “school community” (Buwalda, 
1990:77-78).   
 
Smith-Myles and Simpson (1994:55-56) are of the opinion that the increase in 
conflict-related behaviour, may be attributed to an overall increase in societal 
aggression and violence.  School-age children are exposed to aggressive and 
violent acts with such frequency, that these events become socially 
acceptable models of behaviour and the learners subsequently become 
desensitised. 
 
Parents need to teach their children respect in the home before sending them 
to school, as teachers expect parents, learners and communities to handle 
them with the necessary respect (British Broadcasting Corporation:  News, 
2005;  Wevers & Steyn, 2002:208-209).  Should teachers not receive the 
respect that is expected, they might feel disinclined to work with the learners.  
Teachers might eventually end up with negative feelings towards teaching as 
a profession.  Star (2005) explains that because the support of parents is 
critical for learners and teachers, it is essential that teachers take 
responsibility to initiate the establishment of a constructive relationship by 
starting with regular communication.  Parents should be kept informed about 
their child or children at school, neither good nor bad. 
 
It is apparent that the management of aggression at schools be addressed by 
all stakeholders such as the learners, the parents, other community members, 
the school management team, the officials from the Department of Education 
(Alexander & Curtis, 1995:80. 
 
3.4 FIELD NOTES KEPT DURING THE SITUATION ANALYSIS 
 
An important activity that adds value to the phenomenological interviews as 
qualitative method of data collection is the continual recording of field notes, 
reflecting observations made during the interviews, where theoretical and 
methodological considerations as well as personal experiences are noted 
(Wadsworth, 1997:57-61;  De Vos, 1998:285;  Leedy, 1993:186).  This allows 
the reader to gain insight in the researcher’s perception of the interview 
process at a theoretical, methodological, observational and personal level (De 
Vos, 1998:286).   
 
The researcher kept field notes in the form of memos that reflected what 
activities took place, as well as inferences of analyses made during the 
course of the research (De Vos, 1998:286;  Terre Blanche & Durrheim, 
1999:138-139).   
 
3.4.1 Observation notes 
 
With observational notes, the researcher attempts to capture everything that 
was heard and said during the individual interviews within the context of the 
actual interview. 
 
In terms of the situation analysis, the researcher audio-taped the interviews 
with the permission of the interviewees and transcribed the interviews 
verbatim.  The audio taped and transcribed versions of the interviews are 
safely locked away by the researcher and will be kept for future reference for 
a period of five years.  All the interviews were held in the same office during 
school time, except the interview with the principal who preferred to be 
interviewed in his office.  The interviews were scheduled according to the 
availability of the teachers.  The general atmosphere during the interviews 
was supportive and relaxed.   
 
3.4.2 Personal notes 
 
The researcher’s personal notes seem similar to a personal journal or diary, 
as she used these notes to facilitate a debriefing process to some extent and 
she recorded data of personal reactions for referral in future data-analysis 
Neuman (2000:365-366). 
 
As an example of personal notes, the researcher’s feelings are captured as 
follows: 
 
- Empathy:  During the phenomenological interviews the researcher 
could identify with the interviewees, as she is familiar with the 
education system in the Province; however she was quite able to 
remain impartial to the situation. 
 
- Frustration:  With the phenomenological interviews the researcher felt 
satisfied with her interviewing skills.  She was, however, of the opinion 
that her interview with the principal remained on a professional level, 
she found it challenging to prompt the principal to talk about his 
experiences on a personal level. 
 
- Appreciation:  The staff in general as well as the teacher that assisted 
in the coordination of the interview process made every effort to 
support the researcher.  Interviewees were willing and eager to assist 
in the research process.  At the end of each of the interviews, the 
teachers indicated their appreciation for the opportunity to reflect on, 
and air their emotional experiences of aggression in their school. 
 
- Co-operation:  With the initiation of the research project, the situation 
analysis, the interviews and pre-interview logistic meetings with the 
principal and relevant staff went well.  No serious problems were 
experienced.  The researcher was able to build a relationship of trust 
with the school management, teachers in general, as well as the 
teachers that were interviewed.  Teachers continually invited the 
researcher to return to the school and talk with them again. 
 
3.4.3 Methodological notes 
 
The researcher wrote instructions and critical notes - for personal use – 
regarding the methodology that was used in the research process. 
 
An excerpt to reflect the nature of methodological notes reflects the following 
realisation:  “It is important to focus on the question that should be posed to 
the interviewees.  Although it is clear that the interviewees can provide 
valuable information regarding what they think should be captured in the 
programme, it should not be prompted outside of context … no matter how 
tempting it might appear”. 
 
3.4.4 Theoretical notes 
 
The theoretical notes reflect the researcher’s intention to analyse the field 
notes by making notes of interpretations, assumptions, hypotheses, new 
concepts as well as relationships amongst concepts and / or observations. 
 
As an example of the researcher’s theoretical notes during the situation 
analysis, the following extract is offered.  It seems that there is a clear link in 
terms of the frustration experienced as well as the portrayal of attitudinal and 
behavioural aggression experienced.  During the interviews it became more 
evident that teachers mostly related their experiences and exposure of 
aggression in terms of the male learners.  Black (2000:500) concurs with the 
researcher’s perception by stating that more conflict occurs between males 
than between females.  In addition, she also states that there are differences 
in how females and males choose to resolve conflict situations; males tend to 
resort to physical behaviour whilst females are more likely to use a mitigating 
strategy, for example; explaining and clarifying what they mean (Finkelstein, 
1991:26).   
 
The researcher attributed her difficulty to reach the principal on a personal 
level, to the possibility that it was due to the fact that the interview was 
conducted in his office and not in a neutral environment.   
 
3.5     CONCLUSION 
 
Individual phenomenological interviews were conducted with purposefully 
selected participants who shared the rich experiences, skills and knowledge 
with the researcher.  In addition to the data collected during the individual 
phenomenological interviews, the researcher kept field notes.   
 
The obtained data was analysed according to Tesch’s descriptive, qualitative 
and systematic approach and protocol related to data reduction (Creswell, 
1994:154-156).   
 
During the analysis of the data, themes and categories were identified.  
Theme 1 reflected the fact that teachers experience negative feelings in terms 
of aggression at secondary school which they perceive to present itself in 
terms of behavioural and attitudinal aggression.  The teachers continue to 
indicate that they find their experiences of aggression to have a cyclical build-
up which erupts at some stage.  The teachers refer to this cyclical build-up as 
a vicious cycle.  In theme 2 the teachers describe their experience and 
perception of their loci of control in relation to aggression internally and 
externally.  Finally, theme 3 indicated that teachers are aware of barriers in 
the establishment and maintenance of constructive relationships at school.  
The teachers mention that these barriers relate to a lack of understanding 
between teaching colleagues, the management of the school as well as the 
learners at school.  A second barrier is that experiences relate to the lack of 
support for teaching staff from the Department of Education.  The last barrier 
the teachers experience in terms of the establishment of a working 
relationship refers to the fact that they perceive the parents to be unable to 
support the teaching staff in the development and maintenance of discipline 
among learners.   
 
The inclusion of quotations provides substantive examples of the identified 
themes and categories which were identified during the process of data 
reduction.   
 
In line with the qualitative research approach, the situation analysis was 
verified by means of a literature control (Parahoo, 1997:152-153).  The 
trustworthiness of this step of the research study was ensured by means of 
implementing strategies in adherence to the criteria of credibility, 
transferability, dependability and confirmability.   
 
In Chapter 4 the development of the conceptual framework as well as the 
Psycho-Educational Programme to facilitate the mental health of teachers 
who experience aggression in secondary schools will be captured in detail. 
CHAPTER 4 
PROGRAMME DEVELOPMENT – STEP 2 
 
The development of a Psycho-Educational Programme to facilitate 
the coping with aggression by teachers in secondary schools in the 
South African society 
 
“The real answer lies in implementing meaningful educational programs that prevent, or 
intervene early in the development of aggressive and violent behaviour and support 
the development of prosocial development.” 
(Grant et al. 1998:121) 
 
4.1   INTRODUCTION 
 
A conceptual framework serves as a framework or reference for the 
development of Psycho-Educational Programmes and includes aspects such 
as the clarification of concepts, the interrelationship of concepts, the relevant 
role players as well as the description of the Psycho-Educational approach 
and programme within the context of the desired learning approach.  
Subsequent to the conceptual framework, a description is provided of the 
Psycho-Educational Programme to facilitate the mental health of teachers 
who experience aggression in a secondary school by learning to cope with 
aggression. 
 
It is accepted that anger and violence undermine the learning environment 
and that teaching and learning is not effective when both teachers and 
learners feel physically, emotionally and psychologically unsafe and insecure 
(Wilde, 1995:2; Matherne & Thomas, 2001:655; Lemmer, 1999:89).  It is 
acknowledged that anger is an inevitable part of school life, as in any social 
context, but the continual presence of anger and aggression targeted at 
teachers increase the levels of stress teachers experience in school. 
 
South African teachers specifically are constantly urged to assist with the 
fostering of a new and thriving culture of learning and teaching, in which 
learners are free from all forms of abuse at schools (Mecoamere, 2002:6).  
Whilst the teachers were requested to revive effective and efficient teaching 
and learning on the one hand, the administration of corporal punishment was 
abolished.  For many teachers corporal punishment was the only measure 
they believed to be effective in ensuring discipline.  Teachers suddenly found 
themselves in a position of not knowing how to instil discipline in schools in 
the absence of corporal punishment (Morrell, 2001:293.   
 
Teachers describe their interaction with learners as continually facing learners 
with challenging behaviour such as rudeness, defiance and unwillingness to 
conform to discipline, whilst attempting to teach them more than is contained 
in the prescribed curriculum.  There are even times when the learners swear 
at the teachers.  Teachers view the swearing as one of the ways in which 
learners ventilate their aggression.  According to the teachers the learners 
resort to swearing because they know that the subsequent disciplinary action 
will not be as severe.  Teachers strongly feel that they should not be exposed 
to such unacceptable behaviour. 
 
They are of the opinion that it is important that learners’ personal 
development is such that they grasp the importance of quality work and work 
ethics, but that these disruptive or ill-behaved learners unfortunately seem to 
feel no moral obligation to do their best in the class or in general school 
activities.  
 
The teachers experience no hesitation on the part of the learners in informing 
the teachers about their rights as learners, while teachers mention that they 
feel unable to talk to the learners about their rights as teachers.  They state 
that as soon as learners realize they are a bit down, it becomes a thrilling 
personal challenge to provoke them.  This sometimes reaches a point where 
they cannot cope anymore and then they lose control over their emotions and 
behaviour.  When the teachers lose control and are faced with the continual 
unsuccessful challenges to get learners to take pride in their own work and to 
produce and submit quality work, feelings such as helplessness, 
powerlessness, not being able to cope, regret, frustration, failure to make a 
difference, worry, helpless aggression as well as the urge to take revenge are 
prompted.  Teachers, however, neither want to harbour these negative 
feelings towards the learners, nor feel less worthy as people.   
 
Teachers describe their experience of aggression as a “vicious cycle”.  It is 
usually initiated by a provocative incident where the teacher starts to 
experience learner aggression that they attempt to control.  At some stage, 
though, control is lost and the aggression erupts verbally or physically.  After 
the eruption the teacher experiences feelings of failure, regret and sadness.  
This repetitive process negatively influences their self-esteem as they don’t 
measure up to their own standards, either as adults or teachers. 
 
Teachers acknowledge that there are situations and incidents where they 
became aware of the fact that their experiences relate to their centres or loci 
of control, both internal and external.  The teachers are aware of the fact that 
they are not allowed to physically punish the learners and, that if they are 
caught, disciplinary action will be taken against them.  They mention that this 
puts them under tremendous stress whilst they have also realised that it is 
important to respect the learners and get a sense of their point of view as well 
as the underlying reasons for their unacceptable and aggressive behaviour.  
They know it is imperative to control their own aggression because if they 
lose control, they are not sure where it might end. 
 
Teachers admit that there are situations where their behaviour is influenced 
by contributing factors such as the overcrowded classrooms, cramped 
working conditions and the abolishment of corporal punishment and 
sometimes attempt to justify their aggressive behaviour by stating that they 
just lose control.  The abolishment of corporal punishment is regarded as a 
major factor in eliciting feelings of resentment towards learners, subsequently 
justifying the fact that the teachers distance themselves from the learners.  
There were also teachers that indicated that they are not always able to 
control their feelings of aggression, as aggression is part of human nature.   
 
The teachers mention that there are incidents where they experience tension 
between themselves and other members of staff, but report that most of the 
time they experience camaraderie and support from colleagues.  In relation to 
the management of the school, they sometimes feel that the school 
management team is not sensitive towards the stress and difficult working 
conditions they are constantly exposed to.  Teachers also acknowledge that 
they find it difficult to relate to the learners in a constructive manner.  They 
mention that situations exist where they don’t give learners an opportunity to 
state their side of the story.  They also experience that in some cases they 
feel reluctant to support learners that have problems.  The teachers mention 
that the Department of Education is not committed in providing the necessary 
support.  According to them, the Department of Education does not focus on 
individual schools’ problems and staff, but rather views issues globally.  The 
Department of Education has also made the disciplinary process so strict that 
it is, according to the teachers, impossible to expel learners.   
Most teachers are of the opinion that irrespective of how strongly parents or 
guardians want to support them to maintain discipline within the school 
context, they are unable to.  At times parents are even perceived to be scared 
of their children mostly because they lack the necessary parenting skills.  On 
the other hand there are also parents who do not feel they have any 
obligation to support teachers in terms of disciplining their children. 
 
Aggression in the workplace, including schools, has emerged as an important 
safety and health issue in today’s working environment, including schools.  
Although measures are put in place to ensure a safer school environment, 
little is done to address the underlying issues or curb the development of 
aggressive and violent behaviour.  The identification of issues promoting 
aggressive behaviour at schools is the only real answer to implementing 
effective early intervention programmes.  The identification and addressing of 
the real issues enable learners and all staff to facilitate all parties’ mental 
health and socially non-threatening and acceptable behaviour. 
 
4.2 THE DEVELOPMENT OF A CONCEPTUAL FRAMEWORK OF A 
PSYCHO-EDUCATIONAL PROGRAMME TO FACILITATE THE 
COPING WITH AGGRESSION BY TEACHERS IN SECONDARY 
SCHOOLS IN THE SOUTH AFRICAN SOCIETY 
 
A conceptual framework represents the integration of statements in terms of 
the researcher’s interest, framework and expected outcome (Mouton & 
Marais, 1990:136). 
 
Dickoff, James and Wiedenbach (1986:433) explain that a theory is a 
conceptual framework invented for some purpose, and the purpose of a 
situation producing theory is to attain a certain outcome.  Dickoff et.al. 
(1986:433) continues that there are three required ingredients of a situation 
producing theory, namely: 
 
- goal-content specified as aim for the activity; 
 
- prescriptions for the activity to realise the goal content;  and, 
 
- a survey list. 
 
The conceptual framework for the development of a Psycho-Educational 
Programme to facilitate the mental health of teachers who experience 
aggression in secondary schools in the South African society reflects the 
researcher’s theoretical and practical assumptions of the programme as well 
as the definition of the central concepts.  This allows for the outline of the 
programme components and the desired educational approach to be 
accommodated in the Psycho-Educational Programme.   
 
A situation analysis was conducted at a secondary school in a suburb of 
Johannesburg.  Phenomenological interviews were conducted with teachers 
where one question was posed, namely; “How do you experience aggression 
in your school”.  The data was analysed according to Tesch’s approach to 
data reduction and was followed by a comprehensive literature control 
(Creswell, 1994:154-156).  From the data, the following three themes were 
identified: 
 
Theme 1: Teachers experience aggression negatively.  The teachers 
experienced feelings such as anger, hurt, frustration and 
disappointment.  They experienced the aggression as 
behavioural and attitudinal by nature.  The teachers also 
mentioned that they experience a cyclical build up of 
aggression; 
 
Theme 2: Teachers perceive their locus of control in relation to aggression 
to be internal as well as external;  and, 
 
Theme 3: Teachers are aware of barriers in the establishment and 
maintenance of constructive relationships at school. The 
teachers experience a lack of understanding between teaching 
colleagues, management and learners at school.  Teachers 
mention that they are dissatisfied with the support from the 
Department of Education. In addition, the teachers perceive that 
parents are unable to support them with the establishment and 
maintenance of learners’ discipline. 
 
Knowledge, understanding and insight into the interaction of teachers’ 
experiences and the dynamics of their thoughts about themselves within the 
secondary school environment can result in a situation where the teachers 
are able to constructively cope with the aggression they experience.  When 
the facilitator and the participating teachers commit themselves to the 
programme, personal growth and mental health can be fostered because of 
the experiential learning process where teachers are encouraged to adjust 
the perceptions about themselves and their own behaviour as well as other 
people and their behaviour.   
 
Teachers experience aggression in secondary schools.  Their experience of 
aggression at school is such that they need to be equipped to constructively 
deal with these experiences, so as to allow teachers to function as mentally 
healthy or whole human beings (Poggenpoel, 1994:52).  The researcher is of 
the opinion that the development of an appropriate and relevant conceptual 
framework for a Psycho-Educational Programme has the potential to facilitate 
the mental health of teachers who experience aggression in a secondary 
school.   
 
4.2.1 Description of the conceptual framework 
 
Dickoff et al. (1986:433) mentioned that three issues need to be addressed in 
the development of a conceptual framework, namely; the goal-content 
specified as aim for the activity; the prescriptions for the activity in order to 
attain the desired outcome, as well as a survey list.   
 
The concept ‘goal-content specified as aim for the activity’ is defined as the 
conceptualisation of the content that would ensure the attainment of the 
desired outcome (Dickoff et al. 1986:434).  In terms of this study, the desired 
outcome is the mental health of the teachers who experience aggression in a 
secondary school.  The themes that were identified during the situation 
analysis would form the basis of the related content that would be addressed 
during the implementation of the Psycho-Educational Programme. 
 
The second aspect essential to the development of a conceptual framework is 
the prescriptions for the activity in order to attain the desired outcome.  
Dickoff, et al. (1986:434) explain that the prescriptions are regarded as the 
directive for the implementation of the activities and therefore ensures the 
attainment of a clear outcome.  Because a specific outcome must be reached, 
the directives related to a specific agent or agents have to be clear.  In terms 
of this study, the specific agent is the facilitator that would be responsible to 
facilitate the mental health of teachers who experience aggression in a 
secondary school. 
 The third aspect that needs to be addressed during the development of a 
conceptual framework is the survey list.  The value of the survey list lies in the 
fact that it highlights the gap between the intended activity and the 
prescriptions for the activity in order to reach the outcome.  Dickoff et al. 
(1986:434) indicate that the following six questions correlate with the six 
aspects of activity: 
 
Question 1: Who implements the Psycho-Educational Programme? 
 
Question 2: Who is the recipient of the Psycho-Educational Programme? 
 
Question 3: In what context is the Psycho-Educational Programme 
implemented? 
 
Question 4: What is the desired outcome of the Psycho-Educational 
Programme? 
 
Question 5: What is the guiding procedure, technique or protocol for the 
implementation of the Psycho-Educational Programme? 
 
Question 6: What is regarded as the energy source for the implementation 
of the Psycho-Educational Programme? 
 
In view of the six questions posed by Dickoff, et al. (1986:434) the description 
of the conceptual framework relies on the development of a “thinking map”, 
where the relevant concepts are captured and clarified.  The “thinking map” 
represents the interaction between the agent and recipients which is 
contextualised within a specific framework and procedure.   
 The context determines the procedure to be followed whilst acknowledging 
the dynamics underpinning the interaction and facilitation process with the 
intention of attaining a specific outcome or to reach a specific goal (Canadian 
Gerontological Nursing Association, 1999: Dynamics, para.1).   
 
The “thinking map” that was developed for the purposes of this research 
study is outlined in Figure 4.1.   
 
4.2.2 Clarification of central and associated concepts 
 
Lippman (Parnell, 1988) agrees that the clarification of concepts with the 
development of a conceptual framework is critical, as people have their own 
perceptions that might differ from the facts.  De Vos (1998:41) concurs and 
adds that in order to specify exactly what is meant by the terms that are used, 
it is essential to define each of the relevant central concepts.  The definition of 
the concepts that are at the core of the process of programme development 
allows programme developers to fully understand these categories of 
perceptions and experiences (De Vos, 1998:110; Mouton, 1996:66).  In order 
to clarify the concepts related to the development of the conceptual 
framework to facilitate the coping with aggression by teachers, the concepts 
within the following statement, shown in bold print; will be defined and 
described in detail. 
 
The development, implementation and evaluation of a contextualised 
Psycho-Educational Programme are to facilitate the mental health of 
teachers who experience aggression in a secondary school.  The Psycho-
Educational Programme is formatted by means of workshops, presented by 
a facilitator within the experiential learning approach.   
 
Figure 4.1 “Thinking map” developed for the purpose of this study 
 
 
Agent    Interaction   Recipients 
Facilitator    Facilitation   Teachers 
 
 
 
 
Context / Framework 
 A secondary school in a community in Gauteng.  The teachers are  
 regarded in terms of the framework of the whole person, thus a person  
 with a body, mind and spirit.  
 
 
 
 
 
Procedure 
 The implementation of a Psycho-Educational Programme following 
 the experiential learning approach to learning as well as adult  
 approach to learning is facilitated in four workshops. 
 
 
 
 
 
Dynamics 
 Teachers are empowered and motivated to constructively manage the 
 aggression they experience in the secondary school.  The facilitator is 
 able and committed to support teachers to manage their aggression 
 constructively. 
 
 
 
 
 
Outcome 
 Teachers have an enhanced sense of self-awareness, an internalised 
 locus of control and healthy interpersonal relationships with learners, 
 colleagues, officials from the Department of Education, parents as well 
 as the broader community. 
  
 The ultimate goal is that teachers will function as mentally healthy  
 beings:  body mind and spirit. 
 
 
 
 
 
 
The purpose of the Psycho-Educational Programme is to reach the following 
objectives within a short space of time: 
 
- To equip teachers to identify and understand the emotions they 
experience as a result of being exposed to aggression by means of 
heightened self-awareness; 
 
- To identify their operative locus of control and understand the necessity of 
an internalised locus of control in aggressive situations;  and, 
 
- To identify the nature of relationships they find themselves in at school 
and discover ways to develop and maintain healthy relationships.   
 
These acquired skills, heightened awareness and understanding will allow 
teachers to manage the aggression they experience at school in order to 
function as mentally healthy human beings. 
 
The highlighted central concepts as well as the key issues that emerged 
during the situation analysis, namely self-awareness, internal locus of control, 
external locus of control and relationships are subsequently defined. 
 
4.2.2.1 Psycho-Educational Programme 
 
The concept Psycho-Education refers to a specialised type of education 
which is based on the principle of learning skills and strategies to cope with 
life in order to facilitate psychological well-being.  It therefore involves creating 
opportunities for participants to become aware of, understand and address 
aspects that keep them from experiencing mental health.  The Psycho-
Educational Counselling Services Inc. (2002) agree that for the purpose of 
this research, the Psycho-Educational Intervention Programme will aim at 
equipping teachers to constructively manage their experience of aggression 
in order to experience the desired state of mental health. 
 
The facilitator’s commitment, knowledge, abilities and skills are critical as it 
will have a direct impact on the success of the programme (Du Toit, 
2000:118).  The researcher therefore decided to facilitate the workshops 
herself with the support from her study colleague, who has the desired skills, 
values and attitude (Snyman, 2005).  
 
4.2.2.2 Facilitate / facilitator / facilitation 
 
Rooth (1995:2) points out that the process of facilitation presupposes the 
belief that knowledge is gained through participation within a context, for 
example a workshop and that knowledge is not a product presented by an 
expert to the ignorant.  The characteristics and needs of adult learners imply 
that facilitators have to guide the process of learning and not manage the 
extent of the content to be learnt.  Louw and Sidzumo (1997:8) as well as 
Rooth (1995:3) state that facilitators also have to create a learning 
environment where there is mutual respect; collaboration rather than 
competition; support, rather than judgement; mutual trust; fun and humanity.  
Facilitation entails helping a group of people to solve a problem by 
themselves and for themselves.  It is viewed as a catalyst for group dynamics 
and promotes organic and holistic growth by providing a structured framework 
for group development (Rooth, 1995:3).  In order to become an effective 
facilitator, the facilitator needs to develop a number of basic strategies and 
essential qualities in order to enhance the experiential learning process. 
 
According to Rooth (1995:3) the basic strategies to enhance the experiential 
learning process include aspects such as: 
 
- Management of time; 
 
- Use of activities, for example; role-play, games and ice-breakers; 
 
- Securing a non-threatening environment; 
 
- Encouragement of democracy and non-directive guidance; 
 
- Negotiation and setting of ground rules; 
 
- Provision of clear instructions; 
 
- Guidance towards self reflection as well as reflection on group 
experiences; 
 
- Sensible and productive use of handouts; 
 
- Participation of co-facilitators if necessary; 
 
- Learning from experience; and, 
 
- Being semi-visible as facilitator. 
 
In addition to the strategies to be utilised during the facilitation process, Louw 
and Sidzumo (1997:15) stress the fact that the facilitator needs to be in 
possession of the following essential qualities that will positively influence the 
facilitation process: 
 
- Flexibility, organisation and practicality; 
 
- Skilled as listener, conflict manager; 
 
- Playful, creative and enthusiastic; 
 
- Authentic, non-manipulative, accepting;  and, 
 
- Able to cope with redundancy and rejection. 
 
4.2.2.3 Teachers 
 
The South African Schools Act (1996:2A3) defines the concept ‘teacher’ as a 
person, excluding a person who is appointed to exclusively perform 
extracurricular duties, who teaches, educates or trains other persons or who 
provides professional educational services, including professional therapy 
and education psychological services, at a school.  Teachers are widely 
perceived to be adults with knowledge and understanding and insight in order 
to guide learners to become independent and responsible citizens (Fraser, 
Loubser & Van Rooy, 1990:5). 
 
4.2.2.4 Experience 
 
Naidoo (2003:6) refers to experience as a person’s holistic perception of an 
event and that a person’s experience takes place in various dimensions, 
namely; a physical dimension, a mental or cognitive dimension, and a social 
dimension.  
 
4.2.2.5 Aggression 
 
The researcher views aggression as an emotion or behaviour that is socially 
undesirable and emotionally destructive (National Youth Violence Prevention 
Resource Center, 2005: Community and societal factors, para.1).  She 
acknowledges that aggression can inflict hurt that does not necessarily 
involve physical violence (Siann, 1985:4; Baron, 1977:7; Jewett, 2000:1;  
Focus Adolescent Services, 2000:¶3).  Harré and Lamb (Underwood, 
2003:15) concurs with this view and state that amongst all the definitions 
found in terms of physical aggression, two commonalities come to the fore, 
namely; the behaviour is intended to harm and, the victim must feel hurt. 
 
4.2.2.6 Secondary school 
 
A secondary school is one of the categories of learning institutions where full-
time education is offered (National Education Policy Act, 1996:1).  It refers to 
a learning institution accommodating learners in Grade 8 to Grade 12.  
Considering the concession of three years that is allowed for over-aged 
learners, the age of learners in high schools’ ages can range between 13 and 
21 years.  
 
4.2.2.7 Workshops (experiential learning opportunities) 
 
The term workshop refers to an opportunity that is created where people have 
the opportunity to participate in an experiential learning process (Soanes et 
al. 2001:1057).  It is an active process where participants are fully involved in 
the unfolding of the learning experience, with the guidance of an effective 
facilitator. 
 
4.2.2.8 Experiential learning approach 
 
The focus in experiential learning is on building on existing strengths and on 
the life experiences of the participants (Rooth, 1995:4).  Experiential learning 
as an educational approach is dealt with as a separate issue later in the 
chapter.  For the facilitator as well as the participants, experiential learning 
opportunities provide the necessary supportive environment where all 
participants can learn and gain understanding of themselves within the world 
they live.  It is thus an optimal opportunity for personal growth and 
empowerment where teachers learn how to implement skills, so as to 
constructively cope with the aggression they experience.  In psycho-
educational programmes, the working sessions are structured because pre-
planned experiences and activities are implemented in order to attain the 
expectations of both the facilitator and the participants. 
 
4.2.2.9 Mental health 
 
With the understanding of the term ‘mental health or mental well-being, 
reference is made to a person’s holistic being:  body, mind and soul where 
the concept ‘mind’ relates to emotion, volition and intellect, the concept ‘body’ 
refers to natural physiological processes and the concept ‘spirit’ refers to the 
part of man that connects with a Source of Universal energy, that are mostly 
referred to as God or the Higher Power (Poggenpoel, 1994:51-52;  Bryson, 
2006:¶7;  Rudman, 2002:¶3).  Mental health is defined as a state of well-
being in which the individual realises his or her own abilities, can cope with 
the normal stresses of life, can work productively and fruitfully, and is able to 
make a contribution to his or her community.  The promotion of mental health 
contributes towards overall health and should form an essential component of 
health promotion (World Health Organisation, 2004:59).  Poggenpoel 
(1994:52) explains that the way in which a person interacts with his internal 
and external environment reflects the status of a person’s mental health. 
 
The Provincial Department of Health (2003) explains that mental health 
revolves around the way people feel about themselves, how people relate to 
other people and how you manage the balancing act between opportunities 
and obstacles of life.  It is further believed that mental health involves 
adopting an approach based on a positive view of mental health, rather than 
emphasizing illness and deficits (World Health Organisation, 2004:51).   
 
In terms of this study it implies that teachers assume responsibility for their 
own lives, choices, assumptions, beliefs, views and actions in order to 
experience physical, psychological and spiritual well-being.  The Victorian 
Health Promotion Foundation, known as VicHealth, in Australia, identified 
three determinants of mental health, namely; social inclusion, freedom from 
discrimination and violence and economic participation (World Health 
Organisation, 2004:24).  By addressing these key determinants the 
immediate benefits are a sense of belonging, positive self-esteem as well as 
self-determination and self-control, leading to the valuable long-term benefits, 
namely; less anxiety and depression, less substance abuse and improved 
physical health. 
 
Price and Kompier (World Health Organisation, 2004:39) indicate that 
negative work experiences such as burnout, anxiety disorder, depression and 
sleeplessness may compromise a person’s mental health.  Teachers’ 
approach and response towards aggression will therefore determine their 
ability to develop the skills to manage the aggression in their working 
environment (Laas, 2002:120).  The constructive coping with aggression 
refers to the ability of the teacher to deal with his or her experience of 
aggression in a positive way.  The teacher is thus able to respond to his or 
her experience of aggression in a manner that will not perpetuate the cyclical 
development and maintenance of aggression.  
 
Interventions to reduce work stress may be directed either at the coping 
capacity of employees or at the working environment.  Stress management 
training, techniques to guard against stress, relaxation methods and social 
skills and fitness training can increase coping capacity (World Health 
Organisation, 2004:39).  Unfortunately, there is no guarantee that social or 
external interventions may cause positive effects (World Health Organisation, 
2004:40).  It is therefore necessary that individuals possess the necessary life 
skills to establish and maintain healthy relationships.  Life skills include the 
possession of characteristics such as decision-making, problem-solving, 
creative and critical thinking, effective communication, effective interpersonal 
skills, self-awareness, coping with emotions and coping with stress.   
 
4.2.2.10 Heightened self-awareness 
 
Jaworski (Executive Awareness, 2003:¶1) states that before a person can 
lead or help other people, he or she has to discover himself or herself.  
Executive Awareness (2003:¶2) defines self awareness as knowing yourself 
and understanding and having insight into your thoughts, emotions and 
actions.  Catalyst Advancement (2005) states “Self Awareness is a building 
block for personal and, ultimately, organizational health”.  Myburgh and 
Poggenpoel (2002) concur with this statement as was concluded in a 
research study where it was suggested that principals should focus on the 
self, rather than circumstances in order to promote mental health in schools.  
According to Catalyst Advancement (2005) a heightened self-awareness is 
conducive to the successful development of programmes.   
 
According to Executive Awareness (2003), a heightened self-awareness 
equips individuals:  
 
- be more objective when you need to make decisions.  There is thus a 
greater likelihood that you will make better decisions; 
 
- uncover and expose greater working commitment from your clients, in this 
case learners and parents, managers, colleagues and staff; 
 
- be more sensitive and aware of messages you communicate to others 
and thereby communicate more effectively; 
 
- be emotionally more intelligent; and, 
 
- reduce levels of stress. 
 
Heightened self awareness is critical as it affords human beings the 
opportunity to behave proactively as well as to apply the freedom of choice 
more responsibly (Covey, (1999:70-71).  The Provincial Department of Health 
(2003) indicates that in order to apply the freedom of choice in a more 
responsible manner, it is important to become aware of your personal 
strengths and weaknesses and when unhealthy stress is present in your life.  
Teachers have to embrace their passion for teaching, wisdom and 
thoughtfulness as it will enable them to remain dynamic, sensitive, and 
perceptive persons (Lumsden, 1998: What steps can teachers take to 
preserve or raise their morale? para. 2).  Lumsden (1998) continues that this 
is the only way in which teachers will remain persons who get excited about 
learning and human potential.  Lumsden (1998) is convinced that nothing can 
change in the absence of self-awareness. 
 
The researcher will create the opportunity for the heightened self awareness 
of teachers by providing each participating teacher with an A3-size page and 
access to a variety of colours of water-based paint.  Teachers will be 
requested to paint a picture showing “Who am I at school?”  Teachers will be 
requested to take as much time to complete the painting as they need.  A 
conducive atmosphere will be created in order to allow the teachers to spend 
time on this activity, reflecting on their thoughts, emotions and actions.  Upon 
the completion of their paintings, teachers will be requested to explain their 
painting in writing. 
 
4.2.2.11 Identification of teachers’ personal locus of control 
 
Teachers will be made aware of the two modi of locus of control, namely the 
internal locus of control and the external locus of control with the purpose to 
identify their personal locus of control 
 
- Internal locus of control 
 
Whilst participating in the Psycho-Educational Programme, teachers will be 
exposed to the concept of internal locus of control.  Discussions will allude to 
the fact that although there might be situations that they cannot control in the 
school context, their thoughts and beliefs cannot be manipulated or 
predetermined (Wilde, 1995:17).   
 
 
- External locus of control 
 
In contradiction to the internal locus of control, an external locus of control 
suggests that personal successes or failures are predetermined by factors 
outside of personal control.  Reasons for considering acceptance of this belief 
will be discussed grounded the believe that that people adhering to an 
external locus of control do that because of inadequate level of self esteem 
and self efficacy (Cupach & Canary, 1997:60).   
 
The researcher will use verbatim quotations from the interviews obtained 
during the situation analysis.  The teachers will, in groups, discuss and 
categorise the quotations as typical of a person with either an internal or 
external locus of control.  The outcome of the group discussions will then be 
presented in the whole group.  Whilst teachers will be able to identify whether 
the teacher’s quotation represents an internal or external locus of control it 
will sensitise the teachers as to how they position themselves, in other words, 
whether they mostly tend to rely on an internal or external locus of control. 
 
4.2.2.12 Internalisation of locus of control 
 
It is important that teachers realise that they always have a choice to 
determine their own mindset, behaviour and attitude.  It is thus acknowledged 
that although beliefs about situations and events at school might prompt or 
elicit emotional reactions, such as aggression, the teachers themselves still 
have the power of choice in terms of the manner in which they manage the 
situation or event.  Covey (1999:66, 147-148) summarises this argument by 
stating that independent will is the human attribute that makes effective self-
management possible.   
 
Using the same quotations as the previous session, the facilitator will provide 
the contextual background in which the participant made the statement.  
Teachers will then be requested to discuss the merit of the statement and 
further to suggest alternative ways to manage the situation that was 
presented.  The idea will be that teachers realise there is always more than 
one way to manage a situation that presents itself.   
 
4.2.2.13 Healthy interpersonal relationships 
 
Moskowitz (2005:5) describes human beings as ‘social animals’ who have to 
relate to others in order to survive.  In order to establish and maintain healthy 
relationships, it is important to acknowledge that each relationship established 
is determined to function within certain parameters.  In order to ensure that 
the relationship remains healthy, it is necessary for a person to assess the 
boundaries of each relationship by means of the following strategies 
(Weisinger, 1998:159): 
 
- Consider the expectations of all people in the relationship.  People 
often want more from a relationship than is reasonable.  When these 
expectations go beyond what the other person can possibly supply, the 
other person may become disappointed and frustrated, and angry 
emotions tend to work against productive relationships.  When a 
person is not sure whether the expectations of the relationship are 
realistic, it might help to look at the past or to seek the advice of 
another person.  Advice from a third party helps, as the people who are 
directly involved in the relationship cannot be sufficiently objective; 
 
- Examine the perceptions each person has of the other.  “By carefully 
examining your perception of the other person, you gain invaluable 
insights that you can use to help put the relationship on the best track.  
You also learn about the other person, yourself and the relationship 
itself” (Weisinger, 1998:161); 
 
- Get an understanding or feedback of what other people think or 
perceive of the members who are in the relationship.  The perception 
of how people are in a relationship affects how a person responds; 
 
- Examine specific encounters to understand the relationship.  It might 
be helpful to realise what leads to a deterioration in the relationship;  
and, 
 
- Determine the desired outcomes of the relationship by figuring out 
what the expectations of the relationship are.  By knowing the goals of 
the relationship it is much easier to ascertain whether a person or 
persons are still on the right track.  This is extremely important as 
Abrams and Segal (1998:10) state that the major premise on how to 
prevent aggressive behaviour lies in the fact that student aggression is 
directly related to teacher behaviour.  Teachers thus have the ability to 
modify their classroom environment, thereby greatly reducing 
aggressive behaviour.   
 
Cupach and Canary (1997:19) state that because people interact with each 
other, it is natural for conflict to occur.  Conflict represents a prominent and 
critically important experience in everyone’s life.   
 
Cupach and Canary (1997:37) also view communication or the lack thereof as 
a key element of all interpersonal conflict.  Irrespective of how people 
communicate with one another, there is always the element of chance that 
something said will cause conflict.  Friend and Cook (2003:37) explain further 
that listening is the element of communication that forms the foundation for all 
relationships.  Whilst communication creates the opportunity for conflict, 
communication also creates the opportunity for the constructive management 
of conflict in any relationship.  
 
The following strategies are suggested in seeking mutually acceptable 
solutions when conflict occurs: 
 
- Communicate, seek and disclose information (Cahn, 1994:191;  
American Humane, 2004;  Cupach & Canary, 1997: 43); 
 
- Make supportive comments and listen in a supportive manner (Friend 
& Cook, 2003:37;  Cupach & Canary, 1997: 43); 
 
- Describe and define the problem precisely and mutually (Friend & 
Cook, 2003:101-106;  Cupach & Canary, 1997: 43); 
 
- Seek areas of commonality and agreement (American Humane, 2004 
Cupach & Canary (1997: 43);  
 
- Negotiate fair solutions (Friend & Cook, 2003:107-115;  American 
Humane, 2004;  Cupach &Canary, 1997: 43); 
 
- Implement the solution (Friend & Cook, 2003:115-117;  Cupach & 
Canary, 1997: 43);  and 
 
- Evaluate the outcome (Friend & Cook, 2003:117-118;  Cupach & 
Canary, 1997: 43). 
 In the session aiming at the establishment and maintenance of constructive or 
healthy relationships, teachers will be asked to improvise and role-play typical 
relationship-related situations that frequently happen at school, such as a 
parent questioning a teacher on the non-satisfactory performance of a child.  
Using the strategies to build healthy relationships and to deal with conflict as 
described by Weisinger (1998:159 as well as Friend and Cook (2003:115-
117) and Cupach and Canary (1997: 43), teachers will be requested to brain 
storm and role-play alternative ways in which to deal in relationships with a 
variety of stakeholders. 
 
4.2.3 Relationships of concepts 
 
A graphic representation of the relationship of the central concepts is shown 
in Figure 4.2.  The outside light yellow area represents the holistic process, 
context and dynamics related to the implementation of the Psycho-
Educational Programme.  It further represents the broader context within 
which the teachers and facilitator relate to one another.   
 
The purple area highlights the context in which the teachers who experience 
aggression in a secondary school find themselves.  It is clear that teachers 
work within an environment where a variety of stakeholders influence the 
nature of the school context.  The purple arrow shows that these factors and 
influences form the basis of the structure and content of the Psycho-
Educational Programme.  Teachers therefore experience aggression within 
the secondary school environment from a variety of possible sources namely;  
learners, their colleagues, the School Management Team, parents and other 
outsiders as well as the Department of Education.   
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Figure 4.2 Graphic representation of the process related to the developed Psycho- 
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 The turquoise area represents the nature of the Psycho-Educational 
Programme that was developed to facilitate the mental health of teachers who 
experience aggression in a secondary school. The development of a Psycho-
Educational Programme, thus serves as an intervention strategy to cope with 
the aggression they experience.   In the development of the Psycho-
Educational Programme the required qualities and skills of the facilitator, the 
nature of the experiential learning approach as well as the specific 
characteristics and needs of adult learning had to be accommodated.  The 
content to be addressed in the Psycho-Educational Programme is reflected to 
the right of the turquoise oval. 
 
The turquoise arrow indicates that the desired outcome of the Psycho-
Educational Programme is to ensure that the participant teachers are 
mentally healthy, and therefore able to constructively manage the aggression 
they experience at the secondary school.  The programme therefore 
acknowledges the fact that human beings are multidimensional, comprising 
an internal and external environment (Rand Afrikaans University, 2002:4).  
The internal environment refers to the dimensions related to the human body, 
the human mind and the human spirit as reflected by the blue, orange and 
pink blocks.  The human mind encompasses the cognitive abilities, the 
affective aspects as well as the volition.  The term body refers to the natural 
or biological processes present in each person, and the term spirit refers to 
the part of a person that stands in a relationship with a source of Universal 
Energy or supernatural being, often referred to as God (Soanes et al. 
2001:872;  Rudman, 2002:¶3).   
 
The external environment refers to the physical, social and spiritual 
dimensions (Rand Afrikaans University, 2002:4).  It is therefore necessary 
that these dimensions be acknowledged whilst developing the conceptual 
framework. 
 
4.3 DESCRIPTION OF PSYCHO-EDUCATIONAL PROGRAMME 
 
The experiential learning process can be categorised into an orientation 
phase, a working phase and a termination phase.  This is a cyclical process 
typical of each workshop contained in the broader implementation of the 
Psycho-Educational Programme where the four workshops are also 
contained in a framework of an orientation phase, working phase and 
termination phase.  
 
For the purpose of this study the orientation phase, working phase and 
termination phase refers to the broader process and not the embedded 
processes within each workshop.   
 
Figure 4.3 portrays the Psycho-Educational Programme Implementation 
Process.  This holistic implementation process of the Psycho-Educational 
Programme is represented in the green section whilst the experiential 
learning process that took place within each workshop is indicated by the blue 
section. 
 
4.3.1 Orientation phase 
 
Prior to the first workshop, thirteen participants will randomly be sampled in 
line with the research design.  The identified teachers will be asked to attend 
an introductory meeting where aspects related to the purpose and logistical 
arrangements of the implementation of the Programme will be discussed.  
Prospective participants were also requested to complete a consent form as  
 
Figure 4.3 Psycho-Educational Programme implementation process 
Orientation phase 
During the first workshop 
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purpose of all workshops 
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arrangements including 
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  Workshop 1 
Heightened self awareness 
Orientation phase:  Introduction of participants and the 
themes to be addressed in the series of workshops by means 
of a relevant ice-breaker 
Working phase:  Activities are introduced to heighten the 
participants’ self awareness. 
Termination phase:  Participants reflect on the first workshop and 
the workshop is evaluated against the set outcomes.   
Working phase 
The four workshops are 
presented addressing 
the following four 
themes: 
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control, 
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locus of control, and 
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 Workshop 2 
Identification of personal locus of control 
Orientation phase:  Participants are welcomed.  The outcomes 
of the first workshop are revisited.  The set outcomes for the 
second workshop are discussed and agreed upon. 
Working phase:  Participants understand the difference 
between internal and external locus of control.  They then 
further identify their personal locus of control in terms of 
coping with aggression. 
Termination phase:  Participants reflect on the second workshop 
and the workshop is evaluated against the set outcomes.   
  Workshop 3 
Internalisation of locus of control 
Orientation phase:  Welcome all present. The outcomes of the 
first and second workshop are revisited.  The expected 
outcomes for the workshop are agreed upon. 
Working phase:  The importance of an internalised locus of 
control is worked through. 
Termination phase:  The third theme is concluded and the 
workshop is evaluated.   
  Workshop 4 
Establishment and maintenance of constructive relationships 
Orientation phase:  Welcome all present.  The outcomes of the 
previous workshops are revisited.  The expected outcomes for 
the workshop are discussed. 
Working phase:  Activities related to the establishment and 
maintenance of constructive relationships. 
Termination phase:  Reflect on the workshop and programme.   
Termination phase 
Concludes the four 
workshops.   
 
  
 
per ethical requirements (Refer to Annexure E).  The dates and times for the 
four workshops will be finalised to meet the needs of the participants and the 
researcher. 
 
In the first workshop, before the first theme will be introduced, the participants 
will be requested to complete the questionnaire as part of the pre-test 
process.  The questionnaire is directly linked to the themes that were 
addressed in the workshops.  Participants will then be familiarised with the 
purpose of each of the series of workshops.   
 
The logistical arrangements – including broad expectations of the programme 
as well as the ground rules for the duration of the implementation of the 
programme were discussed and agreed upon.  The facilitator used an ice-
breaker activity in each of the four workshops in order to afford participants 
the opportunity to settle down and get comfortable.   
 
4.3.2 Working phase 
 
In order to accommodate the teachers’ busy programmes and extended 
extra-curricular responsibilities, as well as to secure optimal attendance by 
participating teachers, the programme will be structured within four working 
sessions.  The programme is based on the experiential learning approach 
within the paradigm of adult learning.   
 
During the working phase of the Psycho-Educational Programme, the themes 
derived from the situation analysis will be used as content for the 
development of the programme.  The Psycho-Educational Programme will 
address the following four aspects in each of the four workshops:   
 
- Workshop 1 Heightened self awareness, 
 
- Workshop 2 Understanding the difference between internal and 
external locus of control.  Identify your personal locus of 
control; 
 
- Workshop 3 Internalisation of locus of control;  and,  
 
- Workshop 4 The establishment and maintenance of healthy 
relationships. 
 
In the preparation of the workshops, the facilitator considered the themes that 
will be addressed, the relevant and appropriate activities, the venue as well 
as the period of time that was available.  In acknowledgement of the fact that 
it remains important to ensure that there is freedom within the pre-planned 
structure of the Psycho-Educational Programme, the facilitator will ensure that 
she facilitates the Psycho-Educational Programme within the framework of 
the experiential learning approach (Hobbs, 1992:93-94).   
 
4.3.3 Termination phase 
 
During the termination phase, all the outcomes that were set for the four 
workshops as part of the Psycho-Educational Programme will be revisited, 
summarised and reflected upon.  As part of the reflection process, the 
Psycho-Educational Programme will be evaluated by the group as a whole, 
although the impact of the Psycho-Educational Programme will be 
quantitatively evaluated by means of completion of the pre-test questionnaire 
and the post-test questionnaire.   
 
The qualitative evaluation of the Psycho-Educational Programme by the 
whole group will be done in line with the nature of the experiential learning 
process where the group input helps the facilitator and programme developer 
to keep on track and allows the participants to come to terms with the process 
(Hobbs, 1992:101, 184-187).  Rooth (1999: 216) states that evaluation 
provides first hand information about how participants are experiencing what 
you as facilitator and / or programme developer have to offer.  At the end of 
the workshop – and in line with the research design - all participants will be 
requested to complete the post-test questionnaire again as part of the post-
test process. 
 
4.4 EDUCATIONAL APPROACH 
 
As stated in the research design, the development, implementation and 
evaluation of the Psycho-Educational Programme will be done in cognisance 
of the experiential approach to learning, within the paradigm of adult learning.  
The concepts of experiential and adult learning will subsequently be 
discussed. 
 
4.4.1 The experiential learning approach 
 
Experiential learning refers to learning opportunities where participants learn 
from and through personal and group experience, and by reflecting on what 
has been learned (Rooth, 1995:3).   
 
4.4.1.1 The experiential learning approach 
 
The approach to experiential learning is therefore participatory and cyclical, 
where all participants are acknowledged as learners and teachers.  Rooth 
(1995:4) captures the essence of experiential learning as follows:  “The focus 
in experiential learning is on building on existing strengths and on the life 
experiences of the participants.  This type of learning acknowledges, 
welcomes, values and uses the existing knowledge and competence of every 
person in the group.”  An expert therefore never presents knowledge to 
participants that are perceived as ignorant.  Participants are active in the 
learning process and are thus responsible for their own learning.  The value 
of experiential learning lies in the fact that the participants will believe more in 
the knowledge they have discovered for themselves than in knowledge 
presented by so-called experts (Rooth, 1999:75).  Within the context of 
constructive coping with aggression, experiential learning links the school 
experience, socialisation and the individual’s experience. 
 
Experience is regarded as the foundation of learning and personal 
development, but can only be successful with involvement, active 
participation and reflection.  In order to allow the participants an opportunity to 
engage in reflection processes, the facilitator has to ensure that an 
atmosphere of mutual support and respect is created.  This will allow 
participants to re-evaluate their experience in order to turn the experience into 
lasting learning (Rooth, 1995:4).   
 
Experiential learning provides activities that have the potential to involve the 
whole person in the educational process.  Each stage (experience, share, 
interpret, generalise and application) of the experiential learning cycle has 
objectives that move toward the ultimate goal of increasing the options 
available to a person in the face of new, but similar situations.  The technique 
that enables the facilitator to accomplish the objectives of each stage of the 
learning cycle and promote movement to the subsequent stages is called 
processing.  This renders the experience more than merely an enjoyable 
experience for participants; the participants are also led through the cycle so 
that transfer of learning occurs from one stage of the experiential learning 
cycle, to the other.   
 
The experiential learning cycle reveals the cyclical repetition of the learning 
stages as reflected in Figure 4.4.   
 
The learning stages that form part of the experiential learning cycle is 
described as follows: 
 
Figure 4.4 The experiential learning cycle (Louw & Sidzumo (1997:18) 
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 - Share:  To report the information, knowledge or skills generated from 
the experience; 
 
- Interpret:  To make sense of the information, knowledge or skills 
generated from the experience; 
 
- Generalising:  To develop hypotheses, assumptions and abstractions 
from the acquired information, knowledge or skills; and 
 
- Applying:  To bridge the present and the future by understanding and 
or planning how these generalisations can be applied in another 
context. 
 
4.4.1.2 The facilitator’s preparation for the learning opportunity 
 
To ensure a positive outcome, it is of the utmost importance that the facilitator 
prepares the workshop content, structure and materials prior to the initiation 
of the programme (Rooth, 1995:6;  Hobbs, 1992:6-7).  Logistic arrangements, 
for example the time management of the workshop and the provisioning of 
refreshments should also be confirmed.  Adjustments to the subsequent 
workshops have to be considered after the presentation of every workshop, 
where recommendations were made with the evaluation of the workshop of 
the day. 
 
In acknowledgement of the fact that the participating teachers are tired after a 
full day’s teaching, the facilitator ensured that refreshments were made 
available a few minutes before the onset of the workshop.  This allowed the 
participants not only to settle down but also to regain some energy before the 
workshop started.  Refreshments were available throughout the workshop 
where participants could quench their thirst when necessary.   
 
In terms of the research activity, the pre-test were conducted prior to the 
onset of the programme, to ensure that the obtained data had not been 
contaminated. 
 
4.6.2 Teachers as adult learners 
 
“Adults have individual needs that relate to personal requirements regarding 
money, ambition, preferences, values, etc. and adults have learning 
requirements that are universal to all when they are in a learning endeavour” 
(Louw & Sidzumo, 1997:6).  Louw and Sidzumo (1997:6-7) go on to 
summarise specific adult learning needs.  
 
With adult learning, it is essential to acknowledge that the needs of the adult 
differ from the needs of younger learners.  It is necessary to consider that 
adult learners need to: 
 
- Hear expectations and express their own expectations; 
 
- Use prior experiences in learning endeavours in order to link the old 
and newly-acquired knowledge or skills; 
 
- Assess their learning through constructive feedback, for example; 
reassurance to confirm that they are on the right track or redirection if 
focus is lost; 
 
- Be relaxed in learning to prevent their emotions from interfering with 
their learning; 
 
- Apply what has been learnt to establish the connection between a 
specific learning activity and the usefulness of what have been learnt; 
 
- Feel in control of their own learning so as to acquire or reinforce a self-
image of being capable of handling their own life and responsibilities; 
 
- Understand the objectives of the instruction in order to focus, organise 
and encode the material as it is being presented; 
 
- Participate in their own learning in order to initiate ownership of the 
acquired knowledge; 
 
- Understand and see the relevance of the learning activity, thereby 
suiting the adults’ current needs; 
 
- Pace their own learning; 
 
- Gain satisfaction from the learning as learning requires a personal 
investment; and 
 
- Control the direction and focus of their learning.  This will allow them to 
develop an interest and encourage responsibility and dedication. 
 
 
 
 
4.5 CONCLUSION 
 
In this chapter, the development of a conceptual framework for the Psycho-
Educational Programme to facilitate the mental health of teachers who 
experience aggression in a secondary school was discussed.  As part of the 
conceptual framework, the basic theoretical and practical assumptions of the 
programme.  This included the contextualisation of the programme for 
implementation, the definition of the central concepts as well as the illustration 
of the relationship of the identified concepts.  The structure of the programme 
was then presented.   
 
In order to identify the purpose of developing a conceptual framework for the 
Psycho-Educational Programme, it was necessary to describe and expand on 
the three required elements, namely; goal-content specified as aim for the 
activity, prescriptions for the activity to realise the goal content and a survey 
list (Dickoff, et al. 1986:433).   The goal-content specified as the aim for the 
activity was developed on the basis of the themes and categories that were 
identified during the situation analysis.  The prescriptions for the 
implementation of the Psycho-Educational Programme were based on the 
adult learning approach.  The survey list made it possible for the researcher 
to identify and describe the various elements employed in the conceptual 
framework, namely the agent, recipients, procedure, context, dynamics and 
outcome.  These elements were reflected in the “thinking map”. 
 
In addition to the development of the “thinking map” all the concepts relating 
to the development of the Psycho-Educational Programme were clarified.  
The clarification of these central concepts ensures that programme 
developers and programme implementers have a common understanding (De 
Vos, 1998:110; Mouton, 1996:66).  Further to the clarification of concepts, the 
relationship of the concepts was portrayed as it helps with understanding how 
each of these concepts influences one another.   
 
Finally, the researcher defined and described experiential leaning and the 
development and implementation of a Psycho-Educational Programme within 
the experiential learning approach.  It was reiterated that the focus in 
experiential learning was on building on the existing strengths and on the life 
experiences of the participants, whilst creating an opportunity to learn from 
the experience and from fellow-participants.  The learning characteristics of 
adult learners were described in detail, so as to ensure that the facilitator was 
aware of and sensitive to the requirements, as set out in the development of 
the conceptual framework and Psycho-Educational Programme. 
 
After the description of the conceptual framework, the outline of the Psycho-
Educational Programme, as well as the goal structuring of the goal content in 
the four workshops were described. 
 
Chapter 5 adheres to step 3 and step 4 of the research design, namely; the 
implementation and evaluation of the developed Psycho-Educational 
Programme.  Whilst the implementation process is mainly reflected in terms 
of the researcher’s qualitative field notes and examples of participants’ work, 
the evaluation of the Psycho-Educational Programme is conducted in terms of 
the quantitative research approach. 
 
CHAPTER 5 
PROGRAMME IMPLEMENTATION AND EVALUATION:  STEPS 3 AND 4 
 
The implementation and evaluation of a Psycho-Educational Programme 
to facilitate the mental health of teachers who experience aggression in 
secondary schools 
 
“In virtually every subject area, our knowledge is incomplete and problems are waiting to be 
solved.  We can address the holes in our knowledge and those unresolved problems by  
asking relevant questions and then seeking answers through systematic research.” 
(Leedy & Ormrod, 2001:3) 
 
5.1 INTRODUCTION 
 
This chapter focuses on the implementation and evaluation of the Psycho-
Educational Programme.  The development of the Psycho-Educational 
Programme was based on the phenomenological interviews and subsequent 
identified themes and categories as discussed during the situation analysis.   
 
Steps 3 and 4 of the research design comprise the programme 
implementation and evaluation, which were based on the quantitative 
research approach by means of a classic or true experiment.  Even though 
these steps were independently presented in the research design, it is 
important not to view the findings in isolation from each other.  According to 
the research design, step 3 was initiated by the sampling of an experimental 
group and control group.  The participants did not know to which of the two 
groups they were assigned.  True to the principles of a classic experiment, 
the experimental as well as the control groups were requested to complete 
the same pre-test questionnaire prior to the implementation of the Psycho-
Educational Programme.  Subsequent to the completion of the pre-test 
questionnaires, the experimental group was exposed to the Psycho-
Educational Programme whereas the control group was exposed to a placebo 
programme.  Detailed field notes were kept throughout the implementation of 
the Psycho-Educational Programme as part of the qualitative assessment.  
After the implementation of the Psycho-Educational Programme, step 4, the 
evaluation of the programme, was concluded.  The participants of the 
experimental and control group were requested to complete a post-test 
questionnaire.  The data collected in the pre-test and post-test questionnaires 
was statistically analysed by means of the Cronbach Alpha Coefficient 
(indicates the internal consistency by means of the square correlation 
between the observed and true scores), the one sample Kolmogorov-Smirnov 
test (tests normality) and the Student-t test (independent sample’s test).  With 
relation to the Student-t test, Levene’s test for equality of variances was 
applied.  
 
5.2 IMPLEMENTATION OF THE PSYCHO-EDUCATIONAL 
PROGRAMME:  STEP 3 
 
During the implementation of the Psycho-Educational Programme with the 
experimental group, as well as the implementation of the Placebo Programme 
with the control group, observational, methodological, theoretical as well as 
personal field notes were kept.  These notes add qualitative value to the 
interpretation and understanding of the results and findings obtained during 
the quantitative evaluation of the Psycho-Educational Programme, namely 
step 4.  These succinct notes are categorised in terms of the experimental 
and control groups.   
 
 
 
5.2.1  Experimental group 
 
The observational, methodological, personal and theoretical field notes kept 
during the implementation of the Psycho-Educational Programme were kept 
after the completion of each of the four sessions.  These notes are reflected 
as follows: 
 
5.2.1.1 Observational field notes 
 
With the start of the first session of implementation of the Psycho-educational 
programme, it was evident that the teachers present were extremely stressed 
and exhausted.  The researcher immediately realised that they would not 
participate maximally if they had to attend challenging issues.  The researcher 
empathised with the teachers and proposed that they just relax and get there 
mind off school issues for a while.  Whilst the teachers enjoyed some 
refreshments the researcher outlined the programme for the day.  
Subsequent to the short period of relaxation, the teachers willingly started 
with the activity that was planned for the day.  At the end of the session they 
all agreed that they felt much more relaxed and that it was beneficial to them 
to reflect on themselves as individuals, even within the context of their school.   
 
Session 2 had to be postponed due to the fact that learners were rowdy at 
school.  With final examinations pending, Grade 12 learners were celebrating 
the end of their schooling and had become boisterous, throwing mud at each 
other and at some of the teachers.  It was evident that teachers at this 
specific school needed to deal with much more than just curricular and extra-
curricular delivery.  Most teachers were irritated by and frustrated with the 
behaviour of the grade 12 learners which disrupted teaching and learning in 
the school, although they did not really attempt to resolve the issue.  As a 
final intervention, the principal instructed all learners to leave the school 
premises and to go home.   
 
Sessions 2 and 3 were eventually condensed into 1 session that was 
facilitated without any problems.  Teachers participated actively, and it was 
evident that they were amenable to intervention by outsiders in order to allow 
them to learn how to deal with their experience of aggression at school.  It 
became evident that most of the participants clearly identified a link between 
their perception of the learners and their own behaviour as well as their 
response to the behaviour of the learners.   
 
During Session 4, teachers were quite enthusiastic about sharing experiences 
of their own interaction and communication with the learners.  They did not 
mind comments from others on what they shared about themselves and 
agreed that they needed to support each other constructively, and not just 
respond by expressions such as “don’t worry, tomorrow will be better”.  They 
realised that their supportive nature towards each other as teachers was a 
valuable instrument in supporting each other in a constructive manner. 
 
At the conclusion of the programme, the researcher ensured that the 
participants had the opportunity to express their thoughts, feelings and beliefs 
about the value of the programme.  The teachers agreed that although the 
programme was very short, they had definitely benefited from it.  They noted 
the following ways in which they had benefited: 
 
- They became more aware of themselves, their own feelings, their own 
thoughts and beliefs about issues, their own behaviour and their own 
strengths and weaknesses;   
 
- They realised that although it is impossible to control everything that 
happens in life, they are definitely not controlled, as they have an 
independent will and the freedom to choose how they will react to a 
situation; 
 
- Many teachers admitted that they blamed others, mostly learners, for 
the inappropriate way in which they dealt with difficult situations at 
school.  In terms of aggression, many a time they avoided dealing with 
the real issues by retaliating and reacting negatively in cases where 
they were exposed to aggression.  They further realised that although 
they did not want to admit it, this made them feel incompetent as adults 
and teachers, and impacted negatively on their self esteem; 
 
- The teachers unanimously agreed that the most important aspect to 
foster and nurture as teachers, especially in places where their 
aggression related behaviour and attitudes were prevalent, was to 
establish and maintain constructive relationships, especially with the 
learners, but also with their parents, the school management team and 
the officials from the Department of Education.  They were of the 
opinion that as teachers at the specific school they were more 
colleagues than friends and that their relationship with each other was 
extremely shallow and in essence not constructive.  They decided to 
start sharing their feelings, ideas and beliefs and thereby positively 
influence their self-awareness.  By doing this, they would also be more 
proactive and focus on their own ability to locate their loci of control 
internally.  In short, they also said that once their relationships were 
built they would be able to discuss behaviour and incidences at school 
and then teachers will be open to accept if they did not deal with 
situations constructively; and 
 - as a group they decided to care for and look out for each other. 
 
Figures 5.1 to 5.10 portray examples of the participants’ activities during the 
working session.  In session 1 of the Psycho-Educational Programme, the 
teachers were requested to define who they as teachers were at school by 
means of a painting.  As part of revisiting the issues addressed in session 1, 
the first activity during session 2 was to add a written description to their 
paintings of the previous day.  At no stage were these paintings with 
anecdotes analysed as part of the programme evaluation or any other 
process.  
 
5.2.1.2 Personal notes 
 
At the start of session 1, the researcher was really anxious that the turn-out 
would be disappointing.  Although the session started late and all the 
activities prepared for the session could not be done, the researcher was of 
the opinion that everything went well.  The teachers enjoyed the session and 
the researcher was certain that they will attempt to make full use of the next 
session.  The postponement of session 2 after the perceived initial success 
was extremely frustrating and discouraging.  The condensed sessions 2 and 
3 were even more frustrating, as the time was so limited and there was such 
willingness amongst the teachers to participate and get maximum output and 
growth out of the sessions.  Session 4 went according to plan which was 
encouraging.  After the completion of the post-test, the researcher felt 
relieved although she was aware of the fact that there were still so many 
untapped opportunities for growth amongst the teachers. 
Figure 5.1 A participant’s artistic impression and description of “Who am I at 
school?” dealt with in the Psycho-Educational Programme 
 
 
Figure 5.2 A participant’s artistic impression and description of “Who am I at 
school?” dealt with in the Psycho-Educational Programme 
 
 
Figure 5.3 A participant’s artistic impression and description of “Who am I at 
school?” dealt with in the Psycho-Educational Programme 
 
 
 
Figure 5.4 A participant’s artistic impression and description of “Who am I at 
school?” dealt with in the Psycho-Educational Programme 
 
 
 
 
Figure 5.5 A participant’s artistic impression and description of “Who am I at 
school?” dealt with in the Psycho-Educational Programme 
 
 
Figure 5.6 A participant’s artistic impression and description of “Who am I at 
school?” dealt with in the Psycho-Educational Programme 
 
 
Figure 5.7 A participant’s artistic impression and description of “Who am I at 
school?” dealt with in the Psycho-Educational Programme 
 
 
 
Figure 5.8 A participant’s artistic impression and description of “Who am I at 
school?” dealt with in the Psycho-Educational Programme 
 
 
Figure 5.9 A participant’s artistic impression and description of “Who am I at 
school?” dealt with in the Psycho-Educational Programme 
 
 
Figure 5.10 A participant’s artistic impression and description of “Who am I at 
school?” dealt with in the Psycho-Educational Programme 
 
 
5.2.1.3 Methodological field notes 
 
Taking into account that the sessions with the teachers were scheduled for 
after school, the researcher did not anticipate how exhausted the teachers 
would be and not able to work at a very fast pace.  It became evident that the 
subsequent sessions would need to be streamlined and cut down to the 
absolute core activities. 
 
5.2.1.4 Theoretical field notes 
 
Timing of the workshop is essential to ensure maximum participation.  These 
workshops were held after school hours, which definitely impeded on 
maximum concentration and participation.  It took a lot of time to re-energise 
teachers and to guide them to focus on the experiences created in the 
workshop.  Teachers were interested and participated in al activities and 
discussions, but they were very tired.   
 
A positive aspect that was confirmed again is that when a workshop is 
carefully planned, with built-in activities or opportunities for participants to re-
energise, they can be conducted at less convenient times.  This is important, 
because in certain situations personal development would never be realised if 
the facilitator had to wait for everything to be in her favour, such as the time of 
day. 
 
5.2.2  Control group 
 
The observational, personal, methodological and theoretical field notes were 
made after the completion of each of the four presented sessions.  These 
notes were written as follows: 
 5.2.2.1 Observational field notes 
 
As the first session progressed, the teachers became more intrigued by the 
group’s discussions about discrimination and the types of discrimination they 
experience in their lives.  The teachers were amazed by the possible types of 
discrimination that could be linked to gender, age, race, fluency in a specific 
language, level of education and economical ability.  With the conclusion of 
the session they commented on the fact that they felt much more relaxed in 
comparison to the way they felt after the school day. 
 
Sessions 2 and 3 implemented with the control group were condensed to one 
session in order to mirror the experimental group’s condensed sessions 2 and 
3.  The whole session focused on their personal experiences of discrimination 
such as discrimination based on their accent when they speak English, the 
fact that they were either old or young and the fact that they have to depend 
on public transport in order to participate in District-based teacher training.  
The teachers did not need to be prompted a lot.  They shared and talked and 
gave advice to one another on how to deal with specific incidents.  They 
clearly enjoyed interacting with other teachers.   
 
During session 4, a video reflecting cultural and gender discrimination was 
viewed and teachers were requested to identify and comment on the nature 
and context of discrimination that was identified in the video.  About half an 
hour through the video the group started to discuss every element of the 
video in animated fashion.  They became so engrossed in the video that they 
initiated discussions throughout the showing of the video.  The video elicited a 
number of feelings and experiences which they discussed at length.  After the 
discussion, the participants were debriefed and enjoyed refreshments to 
‘celebrate’ the conclusion of the programme. 
 
During the debriefing session at the end of the programme the teachers were 
prompted to discuss the value of the programme.  They agreed that they 
enjoyed the time out of class where they were afforded the opportunity to 
discuss discrimination.  They further mentioned that although they became 
aware of how prevalent discrimination still is in the modern society, they 
honestly did not think the programme “changed their lives”. 
 
5.2.2.2 Personal field notes 
 
At the start of the first workshop, the researcher was forced to remind herself 
that this was the implementation of the Placebo Programme and that it was 
critical to resist the temptation to venture towards heightened self-awareness 
of participants during the discussions on discrimination  She understood that 
the mere interaction between and participation of the teachers in a 
programme addressing an issue that all of them had experienced at some 
time, was most likely to be emotional at some stage.  She was confident that 
the issue of discrimination that was the core issue being addressed in the 
Placebo Programme was appropriate as it bordered on the concept of 
aggression.  Although the aim was not to address issues that would be dealt 
with in the Psycho-Educational Programme, the Placebo Programme had to 
appear relevant and as important to the participants.   
 
As the workshops progressed, the researcher found these workshops as 
satisfying as those in the experimental group. 
 
 
5.2.2.3 Methodological field notes 
 
The general feeling of teachers at the school where the workshops were 
conducted was that of exhaustion;  that they were overburdened and that they 
were not really up to anything that would expect too much of them.  Based on 
this understanding, the researcher focused on the absolute core activities, as 
was the case with the experimental group. 
 
5.2.2.4 Theoretical notes 
 
Timing of the workshop is essential to ensure maximum participation.  In this 
case the workshops were held after school hours.  Although the timing was 
perhaps not ideal, the participating teachers eagerly participated after the 
researcher allowed them a short period of relaxation.     
 
5.3 EVALUATION OF THE PSYCHO-EDUCATIONAL PROGRAMME:  
STEP 4 
 
Du Toit (2000:ix) acknowledges the need for self-development and 
enhancement programmes, but more so the need for these programmes to 
be evaluated, to establish whether they do indeed bring about the desired 
result.   
 
Step 4 was introduced upon conclusion of the implementation of the 
Programme.  The research then focused on the quantitative research 
approach according to the research design applying the quasi experimental 
design as method.  Participants of the experimental and control group were 
requested to complete the same questionnaire as part of the post-test, which 
aimed at measuring the impact of the implemented programmes.   
 5.3.1 Quasi experiment:  Pre-test and post-test 
 
Bailey (1994:222, 225) is of the opinion that the ideal experiment is based 
upon actual observations of changes, as brought about by the psycho-
educational programme, as they occur.  One experimental group and one 
control group were randomly sampled as explained in terms of the research 
design and methods.  The teachers were not informed as to whether they 
were assigned to the experimental or control group.   
 
The quasi experimental design was selected as the researcher deemed it 
appropriate to select two adjacent secondary school representatives of race, 
colour, religion (Breakwell, Hammond and Fife-Schaw, 1995:88).  It was thus 
not appropriate to apply a true or classical experiment although it resembles a 
true experiment except for the fact that the sampling process was not fully 
random (Rosnow & Rosenthal, 1996: 160-170). The quasi experimental 
design also assist researcher to test for causal relationships in a variety of 
situation where the classical or true design is difficult or inappropriate 
(Neuman, 2000:232).  The researcher however agrees with Breakwell, et al. 
(1995:88) that the findings of quasi experiments should be viewed as just as 
valued or important as to true experiments 
 
The experiment was initiated by selecting an experimental and control group 
from two selected adjacent secondary schools.  The experimental group and 
the control group were requested to complete the questionnaire (pre-test) 
prior to the implementation of the Psycho-Educational Programme and the 
Placebo Programme.  Subsequently, the developed Psycho-Educational 
Programme was implemented with the experimental group over a period of 
one week.  The control group had some interaction with the researcher, who 
made sure that issues contained in the Psycho-Educational Programme were 
not explored.  Once the psycho-educational programme was implemented 
both groups were requested to complete the questionnaire again (post-test). 
 
Figure 5.1 represents the process followed with the implementation and 
evaluation of the Psycho-Educational Programme with the experimental 
group. 
 
5.3.2 The development of the pre-test and post-test questionnaires 
 
According to Bailey (1994:108) the key word in questionnaire construction is 
relevance.  He assigns three different facets to the word relevance in terms of 
questionnaires, namely: 
 
- the relevance of the study’s goals; 
 
- the relevance of questions to the goals of the study;  and, 
 
- the relevance of the questions to the individual respondent. 
 
Bailey (1994:113) alert developers of questionnaires further to consider the 
importance of the appropriate language use in terms of sophistication, 
terminology as well as the degree of formality.  It is important that the 
language that will be used in a questionnaire is age and ability appropriate.  
The clarity of the questions is critical, hence it is suggested that short phrases 
be used (De Vos, 1998:157).  In the developed questionnaire the questions 
that are posed are directly linked to the themes that were identified during the 
situational analysis as identified in Chapter 3. 
 
Figure 5.11 Process followed with the implementation and evaluation of the 
Psycho-Educational Programme with the experimental group. 
 
Orientation phase 
During the first workshop 
participants will be introduced to the 
purpose of the series of workshops, 
the purpose of each as well as 
logistic arrangements including 
ground rules.   
 
   
   
Workshop 1 
Heightened self awareness 
Orientation phase 
Working phase 
Termination phase  
 Workshop 2 
Identification of personal locus of control 
Orientation phase   
Working phase   
Termination phase   
 
Working phase 
The four workshops are presented 
addressing the following four 
themes: 
- Heightened self awareness, 
- Identification of personal locus of 
control, 
- Internalisation of locus of control, 
and 
- Establishment and maintenance  
    of constructive relationships. 
 Workshop 3 
Internalisation of locus of control 
Orientation phase   
Working phase   
Termination phase    
  Workshop 4 
Establishment and maintenance of 
constructive relationships 
Orientation phase   
Working phase  
Termination phase  
 
Termination phase 
Concludes the four workshops.  The 
impact of the Psycho-Educational 
Programme is evaluated.    
 
  
 
 
 
 5.3.2.1 Format of the questionnaires 
 
A questionnaire was developed for the pre-test (See Annexure A).  The same 
questionnaire was utilised as the basis for the development of the post-test 
(See Annexure B).  Changes were however effected in the post-test 
questionnaire to allow the participants to respond to the implementation of the 
Psycho-Educational Programme.  The questionnaires for both the pre-test 
questionnaire and the post-test questionnaire were divided in two sections, 
namely Section A and Section B.  
 
The researcher decided to format the questions as a continuum with labels as 
anchor points at the extremes.  Bailey (1994:129) indicates that the most 
frequently used number of option choices seems to be five as revealed in the 
following examples taken from the questionnaire: 
 
Question 18 To what extent do other teachers at this school apply corporal 
punishment?  
Not at all 1 2 3 4 5 To a large extent 
 
Question 19 To what extent do you apply corporal punishment at school?  
Not at all 1 2 3 4 5 To a large extent 
 
Question 39 To what extent has the behaviour of other teachers changed at 
school since the programme was introduced?  
Not at all 1 2 3 4 5 To a large extent 
 
A detailed description of Sections A and B of the pre-test and post-test 
questionnaires follows: 
 5.3.2.1.1 Section A: Pre-test questionnaire (See Annexure A) 
 
An introductory section was inserted to explain the purpose of the 
questionnaire, to reassure the teachers that their responses would be 
confidential as well as instructions with examples on how to complete the 
questionnaire (Bailey, 1994:140).  Section A aims at obtaining basic 
biographical information of the participating teacher, for example;  years of 
teaching experience, age and highest qualification of the teacher (questions 
1-3).    
 
5.3.2.1.2 Section A:  Post-test questionnaire (See Annexure B) 
 
The introduction printed in the pre-test was re-inserted to confirm the purpose 
of the questionnaire, to reassure the teachers that their responses would be 
confidential as well as to repeat the instructions with examples on how to 
complete the questionnaire (Bailey, 1994:140). No biographical information 
was sought in the post-test questionnaire.  Participants used the same 
reference number that was used in the pre-test in order to allow for the 
matching of the pre-test questionnaire to the post-test questionnaire of a 
specific participant.  
 
5.3.2.1.3 Section B:  Pre-test questionnaire (See Annexure A) 
 
In section B the questions are categorised according to the four variables as 
identified in the situation analysis and accommodated in the conceptual 
framework for the development of the Psycho-Educational Programme.  The 
four identified variables were self awareness, internal locus of control, 
external locus of control and relationships. 
 5.3.2.1.3.1 Questions related to self awareness 
 
Jaworski (Executive Awareness, 2003) and Lumsden (1998) indicate that the 
conceptual framework emphasises the importance of self awareness as pre-
requisite to all personal developmental programmes, such as the Psycho-
Educational Programme, to facilitate the mental health of teachers who 
experience aggression in a secondary school.  Self awareness implies that a 
person becomes aware of his or her own strengths and weaknesses, 
reflecting on and understanding his or her own emotions, behaviour and 
attitude that will allow the person to become proactive and to exercise his or 
her freedom of choice (Covey, (1999:70-71).   
 
The following questions were included in the questionnaire in order to 
ascertain the level of the participants’ self awareness: 
 
Question 1 To what extent do you find it easy to talk about your 
strengths? 
 
Question 2 To what extent do learners respect you as a teacher? 
 
Question 3 To what extent do parents or learners respect you as a 
teacher? 
 
Question 4 To what extent do your colleagues respect you as a 
teacher? 
 
Question 6 To what extent do you consider yourself a successful 
 teacher? 
 Question 7 To what extent are you able to work independently? 
 
Question 8 To what extent do you set work related goals for yourself? 
 
Question 10 To what extent are you frustrated at school? 
 
Question 12 To what extent do you find it easy to talk about your 
weaknesses? 
 
5.3.2.1.3.2 Questions related to internal locus of control 
 
In line with the findings of the situation analysis as well as with the conceptual 
framework for the development of the Psycho-Educational Programme to 
facilitate the mental health of teachers who experience aggression in a 
secondary school, questions relating to internal locus of control is included in 
the questionnaire.  By understanding the concept of internal locus of control, it 
is anticipated that the teachers will understand that a person’s way of 
thinking, actions and attitude is a personal choice (Covey, 1999:66, 147-148).   
 
The following questions were included in the questionnaire in order to 
ascertain the level of the participants’ internal locus of control: 
 
Question 5 To what extent do you consider your life to be determined by 
your own actions? 
 
Question 9 To what extent can you make a difference in education? 
 
Question 14 To what extent do you think other teachers at this school act 
fairly towards learners? 
 
Question 15 To what extent do you act fairly towards learners at the 
school? 
 
Question 16 To what extent do other teachers disregard the rules of this 
school? 
 
Question 17 To what extent do you disregard the rules of this school? 
 
Question 18 To what extent do other teachers at this school apply 
corporal punishment? 
 
Question 19 To what extent do you apply corporal punishment at school? 
 
Question 22 To what extent are other teachers verbally aggressive 
toward learners at this school? 
 
Question 23 To what extent are you verbally aggressive at this school? 
 
Question 24 To what extent are other teachers physically aggressive at 
this school? 
 
Question 25 To what extent are you physically aggressive towards 
learners at this school? 
 
 
 
5.3.2.1.3.3 Questions related to external locus of control 
 
The conceptual framework for the development of the Psycho-Educational 
Programme explains that an external locus of control blames external forces 
for all undesirable outcomes of situations or decisions.  Cupach and Canary 
(1997:60) indicate that people with inadequate levels of self-esteem live their 
lives in this type of mindset.  The following questions were included in the 
questionnaire in order to ascertain the level of the participants’ external locus 
of control: 
 
Question 20 To what extent do other teachers at this school become 
aggressive when provoked? 
 
Question 21 To what extent do you become aggressive when provoked at 
school? 
 
Question 27 To what extent do other teachers become involved in 
aggressive situations at this school? 
 
Question 28 To what extent do you become involved in aggressive 
situations at this school? 
 
5.3.2.1.3.4 Questions related to relationships 
 
In terms of the conceptual framework for the development of a Psycho-
Educational Programme to facilitate the mental health of teachers who 
experience aggression at a secondary school, human beings have an innate 
desire to relate to others.  Relationships create opportunity for the exchange 
of opinion, beliefs and values which result in differences and even conflict 
(Moskowitz, 2005:5)  Constructive conflict, where effective communication 
takes place, allows people to reconsider their values and is therefore 
necessary for personal growth (Cupach & Canary, 1997:19,37).   
 
The following questions were included in the questionnaire in order to 
ascertain the nature and degree of the teachers’ relationships at school: 
 
Question 11 To what extent do you make learners aware that you are 
required to complete a specific curriculum? 
 
Question 13 To what extent do you make your colleagues aware of your 
workload? 
 
Question 26 To what extent can teachers approach the Department of 
Education about the misbehaviour of learners? 
 
Question 29 To what extent are other teachers able to resolve conflict at 
this school? 
 
Question 30 To what extent are you able to resolve conflict at this 
school? 
 
Question 31 To what extent are other teachers able to communicate 
without becoming aggressive at this school? 
 
Question 32 To what extent are you able to communicate without 
becoming aggressive at this school? 
 
 
5.3.2.1.4 Section B:  Post-test questionnaire (See Annexure B) 
 
The same questions posed in section B of the pre-test are repeated, with the 
addition of questions enquiring about the impact of either the Psycho-
Educational Programme to facilitate the mental health of teachers who 
experience aggression at a secondary school, or the Placebo Programme.  
The following questions were added to the pre-test questionnaire in order to 
ascertain the impact of the implemented programme: 
 
Question 33 To what extent has the programme made you aware of the 
aggression of others at school? 
 
Question 34 To what extent has the programme made you aware of your 
own aggression at school? 
 
Question 35 To what extent has the programme sensitised other teachers 
to manage aggression at school? 
 
Question 36 To what extent has the programme sensitised you to 
manage aggression at school? 
 
Question 37 To what extent has the programme enabled other teachers 
to deal with aggression at school? 
 
Question 38 To what extent has the programme enabled you to deal with 
aggression at school? 
 
Question 39 To what extent has the behaviour of other teachers changed 
at school since the introduction of the programme? 
Question 40 To what extent has your behaviour changed at school since 
the introduction of the programme? 
 
5.4 RELIABILITY AND VALIDITY OF THE QUESTIONNAIRE 
 
It is essential that questionnaires are reliable and valid, especially when a 
researcher attempts to measure the opinions and perceptions of participants 
(Terre Blanche & Durrheim, 1999:83-89).  According to Terre Blanche and 
Durrheim, (1999:88) reliability refers to the extent to which the same results 
can be obtained when repeated.  The validity of measurement refers to the 
fact that the questionnaire measures what it is supposed to measure (Terre 
Blanche & Durrheim, 1999:83).  Figure 5.2 reflects the process related to the 
development of the questionnaire.  The researcher focused on ensuring 
content validity with the development of the questionnaire.  It was thus vital 
that the test items reflect the content related to the field of research (Barrick, 
2005; Trochim, 2002).   
 
The content of the questionnaire was based on the findings of the situation 
analysis, as well as the conceptual framework for the development of the 
Psycho-Educational Programme to facilitate the mental health of teachers 
who experience aggression in a secondary school.  Deep-Insight (2005) and 
Geolog (2005) emphasise that that the items aspects explored in a 
questionnaire have to be aligned to the content of the Psycho-Educational 
Programme.  Therefore, the questionnaire addressed the four identified 
variables accommodated in the Psycho-Educational Programme, namely self-
awareness, internal locus of control, external locus of control and 
relationships.   
 
 
 
Figure 5.2 Process related to the development of the questionnaire 
 
 
The expert judgement of the researcher’s study leaders, the statistical 
analysis of the Head and an intern at STATKON, the statistical consultation 
service of the University of Johannesburg, guided the development of the 
questionnaire in order to ensure the validity of the questionnaire.  The 
researcher and experts considered, discussed, edited and amended each of 
the questions contained in the questionnaire in order to confirm the validity of 
the questions included in the questionnaire (Trochim, 2002).  Of the initial 50 
questions the researcher developed in consultation with her study colleague, 
 
Situation analysis 
Teachers experience 
aggression negatively 
Teachers perceive their 
locus of control in relation 
to aggression to be internal 
well as external
Teachers are aware of 
barriers in the establishment 
and maintenance of 
constructive relationships at 
school 
Conceptual framework for the 
development of a Psycho-
Educational Programme to 
facilitate the mental health of 
teachers who experience 
aggression in a secondary 
school 
Formulation of content-related questions as well as the 
formatting of pre-test questionnaire 
Formulation of the additional questions to ascertain the 
impact of the programme and formatting of the post-
test questionnaire 
32 content-specific questions were posed in the pre-test questionnaire and 40 
were posed in the post-test questionnaire (Snyman, 2005).  
 
5.5 DISCUSSION OF RESULTS 
 
The data collected from answers to the questionnaires was statistically 
analysed by means of the Cronbach Alpha Coefficient (measures the 
relationship between the true and the expected score, thereby ascertaining 
the level of internal consistency), the one sample Kolmogorov-Smirnov test 
(tests normality of distribution of variables), the measure of effect sizes 
(ascertains the effect or impact of the intervention), the Student-t test and 
Levene’s test (tests equality of variances). 
 
5.5.1 Assessing the reliability of variables 
 
The internal consistency of the questions that related to each of the variables, 
namely; self-awareness, internal locus of control, external locus of control and 
relationships, was assessed by means of the Cronbach Alpha Coefficient 
(Bland and Altman, 1997;PA765).  Yu (2005) and About (2005) explains that 
the Cronbach Alpha Coefficient measures the relationship between the true 
score and the expected score.  The results reflected in table 5.1 indicate large 
reliability of the variables self-awareness (p-value = 0.736), internal locus of 
control (p-value=0.769), external locus of control (p-value=0.706) and 
relationships (p-value=0.755) with regards the pre-test results.  The post-test 
results reflects great reliability of the variables self-awareness (p-
value=0.713), internal locus of control (p-value=0.772) and relationships (p-
value=0.739).  The variable external locus of control in the post-test results 
indicated moderate reliability (p-value=0.419).   
 
The results of the reliability of variables according to the Cronbach Alpha 
Coefficient are shown in Table 5.1. 
 
Table 5.1 Reliability of variables 
Variable Pre-test (p-value) Post-test (p-value) 
Self-awareness 0.736  **** 0.713  **** 
Internal locus of control 0.769  **** 0.772  **** 
External locus of control 0.706  **** 0.419  *** 
Relationships 0.755  **** 0.739  **** 
* 
** 
*** 
**** 
P-value between 0.0 and 0.1  
P-value between 0.1 and 0.3 
P-value between 0.3 and 0.5 
P-value between 0.5 and 1.0 
no reliability    
small reliability       
moderate reliability   
large reliability   
 
 
The results indicate that the questions included in the questionnaire were 
appropriate to the concepts of content according to the situation analysis and 
content of the Psycho-Educational Programme.  
 
5.5.2 Test for normality of distribution of variables 
 
The Kolmogorov-Smirnov test was selected to assess the normality of the 
responses on the individual variables, as it measures the distribution of the 
experimental frequencies with the distribution of the control frequencies.  
Lowry (2005) explains that the Kolmogorov-Smirnov test therefore assesses 
the degree to which an observed pattern of categorical frequencies differs 
from the pattern that would be expected in the null hypothesis (Lowry, 2005).  
The results are reflected in Table 5.2. 
 
 
 
Table 5.2 Normality of individual variables 
Variable N Pre-test (p-value) Post-test (p-value) 
Self-awareness 13 0.498 * 0.467 * 
Internal locus of control 13 0.264 * 0.443 * 
External locus of control 13 0.335 * 0.107 * 
Relationships 13 0.462 * 0.313 * 
* = p>0.05  
 
 
The p-values in each of the four variables as portrayed in table 5.2 indicate no 
statistical significant difference between the theoretical normal distribution 
and that of the realised values from the sample.  It is apparent that the 
sample for each of the variables:  self-awareness (pre-test p-value=0.498 and 
post-test p-value= 0.469), internal locus of control (pre-test p-value=0.264 
and post-test p-value = 0.443), external locus of control (pre-test p-
value=0.335 and post-test p-value=0.107) and relationships (pre-test p-
value=0.462 and post-test p-value = 0.313) is normally distributed (Siegel, 
1975:47-52).   
 
These results are in favour of the appropriate selection of the variables 
identified from the situation analysis and the conceptual analysis for the 
development of a Psycho-Educational Programme to facilitate the mental 
health of teachers who experience aggression in a secondary school. 
 
5.5.3 Ascertaining the effect of the intervention 
 
In view of the fact that the sample size for the experimental group and the 
control group is regarded as small, the statistical analysis of results was 
analysed by means of the statistical analysis of effect size.  Mindel (2005) 
states that effect size is useful in the understanding of how strong or 
meaningful the effect of a specific intervention was.  Field (2005:32-33) 
concurs and explains that effect sizes provide an objective measure of the 
importance of an effect and gives a measure of the percentage of the total 
variance explained.  It therefore addresses the question; “How well did my 
experiment work?”   
 
The results of the analysis as well as the general categorisation of the results 
according to Cohen (Cook, 1999) are reflected in Table 5.3.  
 
Table 5.3:  Results of the effect size analysis 
Variable Effect (P-value) 
Self-awareness 0.188  ** 
Internal locus of control 0.249  ** 
External locus of control 0.159  ** 
Relationships 0.382  *** 
* 
** 
*** 
**** 
P-value between 0.0 and 0.1  
P-value between 0.1 and 0.3 
P-value between 0.3 and 0.5 
P-value between 0.5 and 1.0 
no effect 
small effect   
moderate effect  
large effect   
 
 
The results contained in table 5.3 are categorised according to the rule-of-
thumb suggested by Rosenthal, Rosnow and Ruben (2000:15).  These 
results indicate a small effect in terms of the variables self-awareness (p-
value=0.188), internal locus of control (p-value=0.249) and external locus of 
control (p-value=0.159).  A moderate effect was detected with the variable 
relationships (p-value=0.382). 
 
These results imply that the Psycho-Educational Programme had an effect on 
the participants.  A moderate effect was measured in terms of relationship.  
Small effects were measured with regard to the remaining three variables:  
self-awareness, internal locus of control and external locus of control.   
 
5.5.4 Independent group comparative analysis 
 
Significant statistical differences between two independent groups 
(experimental group and control group) are measured by testing hypotheses, 
namely the null hypothesis (Ho) and the alternative hypothesis (Ha) (Dallal, 
2000:¶1).  These hypotheses are developed to test the comparison between 
the experimental and control groups before (pre-test) and after (post-test) the 
implementation of the two programmes;  Psycho-Educational Programme to 
facilitate the mental health of teachers who experience aggression in 
secondary schools and, the Placebo Programme.   
 
The hypotheses developed in terms of the independent group comparative 
analysis are reflected in table 5.4.  Subsequent to the hypotheses, the results 
obtained from the statistical analysis according to the Student t-test and 
Levene’s tests are reflected in Table 5.5. 
 
Thus the experimental and control groups do not differ statistically with 
respect to the various aspects of teachers’ experience of aggression in a 
secondary school. 
 
Further, it follows from table 5.4 that Ha2 is rejected in favour of Ho2 with 
respect to self-awareness (p-value=0.184); internal locus of control (p-
value=0.120) and external locus of control (p-value=0.220).  This indicates 
that there is no statistically significant difference between the mean scores of 
the experimental group and the control group in the post-tests regarding self-
awareness, internal locus of control and external locus of control. 
 
Table 5.4 Hypotheses developed in terms of the independent group comparative 
analysis 
Hypothesis Description 
Ho1 Prior to the implementation of the Psycho-Education Intervention Programme 
and the Placebo Programme, there will be no statistically significant difference 
between the mean scores of the experimental group and control group, with 
reference to the variables: 
- self-awareness 
- internal locus of control 
- external locus of control 
- relationships 
Ha1 Prior to the implementation of the Psycho-Education Intervention Programme 
and the Placebo Programme, there is a significant statistical difference 
between the mean scores of the experimental and control group with reference 
to the variables: 
- self awareness 
- internal locus of control 
- external locus of control 
- relationships 
Ho2 After the implementation of the Psycho-Educational Programme and the 
Placebo programme, there will be no significant statistical difference between 
the mean scores of the experimental and control group with reference to the 
variables: 
- self awareness 
- internal locus of control 
- external locus of control 
- relationships 
Ha2 After the implementation of the Psycho-Educational Programme and the 
Placebo Programme, the experimental group will achieve a statistically 
significant higher mean score than the control group with reference to the 
variables: 
- self awareness 
- internal locus of control 
- external locus of control 
- relationships 
 
From the mean scores reflected in table 5.5 it follows that Ha1 is rejected in 
favour of Ho1 in relation to the variables:  self-awareness, internal locus of 
control, external locus of control and relationships.  This implies that there is 
no statistically significant difference between the mean scores of the 
experimental group and the control group with respect to self-awareness, 
internal locus of control, external locus of control and relationships prior to the 
implementation of the Psycho-Educational Programme and the Placebo 
Programme.   
 
Table 5.5 The statistical comparison between the experimental and control 
groups before (pre-test) and after (post-test) the implementation of the 
two programmes:  Psycho-Educational Programme to facilitate the 
mental health of teachers who experience aggression in secondary 
schools and the Placebo Programme. 
 
N 
_ 
X 
 
S 
 
Variable 
 
Group 
Pre-test Post-test Pre-test Post-test Pre-test Post-test 
 
P-value  
  
Experiment  13 13 3.81 4.15 0.40 0.34 Self 
awareness Control  12 12 3.81 3.99 0.63 0.52 
0.184 
Experiment 11 11 2.46 2.68 0.60 0.39 Internal 
locus of 
control Control 13 13 2.52 2.44 0.55 0.55 
0.120 
Experiment 13 13 3.35 3.08 0.79 0.43 External 
locus of 
control Control  13 13 2.88 2.88 0.81 0.77 
0.220 
Experiment  13 13 3.94 4.13 0.67 0.40 Relation-
ships Control 13 13 3.35 3.64 0.85 0.77 
0.027 * 
*    = P<0.05                 statistically significant on the 5 % scale of significance 
**   = p<0.01                 statistically significant on the 1 % scale of significance 
 
 
The researcher expected that the sought-after decrease in the “external locus 
of control”, heightened “self-awareness” and increase in “internal locus of 
control” would not be significant, due to the short implementation period and 
the deeply-rooted nature of these personal characteristics (Cupach & Canary, 
1997:60;  Van der Riet, 1999:110;  Howard, 1996;  Covey, 1999:70-71).  
Cupach and Canary (1997:60) explains that a decrease in “external locus of 
control” and an increase in “internal locus of control” are desired as people 
with a heightened external locus of control seem to find it difficult to manage 
stress.  The researcher is appreciative of the positive change that occurred, 
as it is an indication that the participants were on the road to further personal 
development, which in turn promotes mental health. 
 
However, in the case of “relationships”, Ho2 is rejected in favour of Ha2 on 
the 5 % level of significance (p-value = 0.027).  This indicates that the 
experimental group has a statistically significant higher mean score when 
compared to the control group (mean score of the experimental group = 4.13 
and the mean score of the control group = 3.64).  When considering the mean 
scores, it seemed as if the experimental group experienced a slightly higher 
consciousness or awareness in terms of relationships after being exposed to 
the Psycho-Educational Programme than the control group.  The 
observational field notes that were kept during the implementation phase 
support this finding.   
 
The field notes revealed that the participating teachers reported that they 
were very tired and stressed at the start of the first session, but that they 
eagerly started with the activity that was planned for the day.  At the end of 
the first session they unanimously agreed that they felt much more relaxed 
and that it was beneficial for them to think of themselves as individuals, not 
only as one of the teachers at the school.  During the following sessions, 
teachers participated actively and it was evident that they were amenable to 
intervention by outsiders in order to allow them to learn how to deal with their 
experience of aggression at school.  
 During Session 4, teachers were quite enthusiastic about sharing experiences 
of their own with regard to interaction and communication with the learners.  
They did not mind comments on the experiences they shared in the group 
and agreed that they needed to support each other meaningfully, and not just 
respond with expressions such as;  “don’t worry, tomorrow will be better”.   
 
The statistically significant change in terms of relationships may be explained 
by the fact that relationships are about meeting the needs of parties, 
communication, and sharing of personal feelings, thoughts and ideas.  
Although the establishment and maintenance of constructive relationships 
usually take time, it is appreciated that with the implementation of the Psycho-
Educational Programme, the researcher ensured that the environment was 
conducive to interpersonal communication, as well as the sharing of feelings.  
In view of the findings the researcher appreciated that a statistically significant 
change in terms of relationships as variable was reflected within the four 
sessions of the Psycho-Educational Programme, considering that sessions 
two and three were condensed into one session.   
 
The implementation of the Psycho-Educational Programme to facilitate the 
mental health of teachers who experience aggression in a secondary school, 
in general, seemed to have allowed participants to move towards further self 
exploration and reflection, in order to develop personally and to become 
mentally healthy individuals. 
 
5.5.5 Dependent group comparative analysis 
 
In order to ascertain whether statistically significant changes occurred within 
the experimental group and control group over time, the results in relation to 
the variables, self-awareness, internal locus of control, external locus of 
control and relationships obtained from the pre-test were compared to the 
data obtained from the post-test.  
 
As was the case with the independent group comparative analysis, 
hypotheses were also developed and tested by means of the Student t-test 
and Levene’s test. The hypotheses developed in terms of the dependent 
group comparative analysis are shown in table 5.6. 
 
Table 5.6  Hypotheses developed in terms of the dependent group comparative 
analysis 
Hypothesis Description 
Ho3 The mean scores of the experimental group will show no statistically significant 
increase in the variables:  self-awareness, internal locus of control, 
relationships as well as no statistically significant decrease in the variable 
external locus of control after the implementation of the Psycho-Educational 
Programme. 
Ha3 The mean scores of the experimental group will show a statistically significant 
increase in the variables:  self-awareness, internal locus of control and 
relationships as well as a statistically significant decrease in the variable 
external locus of control after the implementation of the Psycho-Educational 
Programme. 
Ho4 The mean scores of the experimental group will show no statistically significant 
increase in the variables:  self-awareness, internal locus of control and 
relationships as well as no statistically significant decrease in the variable 
external locus of control after the implementation of the Placebo Programme. 
Ha4 The mean scores of the experimental group will show a statistically significant 
increase in the variables:  self-awareness, internal locus of control, 
relationships as well as a statistically significant decrease in the variable 
external locus of control after the implementation of the Placebo Programme. 
 
 
The statistical analysis of the changes that occurred within the experimental 
group and control group after the implementation of the Psycho-Educational 
Programme and the Placebo Programme respectively with regards to the four 
variables:  self-awareness, internal locus of control, external locus of control 
and relationships are shown in table 5.7.   
 
Table 5.7 The statistical analysis of the changes that occurred within the 
experimental group and control group after the implementation of the 
Psycho-Educational Programme and the Placebo Programme 
respectively with regards to the four variables:  self-awareness, internal 
locus of control, external locus of control and relationships.   
 
Variable 
 
Group 
 
Pre-test / 
Post-test 
 
N 
_ 
X 
 
S 
 
P-value 
Experimental 
Pre-test 
Post-test 
13 
13 
3.81 
4.15 
0.40 
0.34 0.000   ** 
Self-
awareness 
Control 
Pre-test 
Post-test 
12 
12 
3.87 
3.99 
0.62 
0.52 0.127 
Experimental 
Pre-test 
Post-test 
11 
11 
2.50 
2.68 
0.65 
0.39 0.053 
Internal locus 
of control 
Control 
Pre-test 
Post-test 
13 
13 
2.52 
2.44 
0.56 
0.55 0.174 
Experimental 
Pre-test 
Post-test 
13 
13 
3.35 
3.08 
0.79 
0.43 0.050  
External locus 
of control 
Control 
Pre-test 
Post-test 
13 
13 
2.89 
2.89 
0.81 
0.77 0.500 
Experimental 
Pre-test 
Post-test 
13 
13 
3.94 
4.13 
0.67 
0.40 0.091 
Relationships 
Control 
Pre-test 
Post-test 
13 
13 
3.35 
3.64 
0.85 
0.77 0.077 
*    = P<0.05                 statistically significant on the 5 % scale of significance 
**   = p<0.01                 statistically significant on the 1 % scale of significance 
 
 
From the mean scores reflected in table 5.7 it follows that Ho3 is rejected in 
favour of Ha3 with regards self-awareness (p-value=0.000) on the 1 % level 
of significance.  The findings of the experimental group portrayed positive 
change towards heightened self awareness after participating in the Psycho-
Educational Programme.  There was however no statistically significant 
difference with regards to the variables:  internal locus of control, external 
locus of control and relationships after the implementation of the Psycho-
Educational Programme, hence Ha3 is rejected in favour of Ho3.  
 
Although the Psycho-Educational Programme was implemented over a short 
period of time, the participants’ heightened self awareness afforded them the 
opportunity to explore and reflect on aspects related to their mental health 
because, according to Lumsden (1998: What steps can teachers take to 
preserve or raise their morale? para.1), nothing can change in the absence of 
self-awareness.   
 
When studying table 5.7 it should be acknowledged that the mean scores 
relating to internal locus of control, external locus of control and relationships 
are indicative of slight changes, although not significant.  It is reassuring that 
positive change was unquestionably elicited by the Psycho-Educational 
Programme.  This opinion is further motivated by the enthusiasm and 
therapeutic value the teachers expressed during the implementation of the 
Psycho-Educational Programme.   
 
On of the reasons for the slight significant changes that were measured was 
the limitation of the questionnaire that was used.  The questionnaire was 
possibly not sensitive enough to detect the less significant changes in the 
participants’ perceptions, beliefs, values, attitudes and behaviour.  Further 
research might result in the development of a more sensitive instrument.  In 
addition, it should be acknowledged that the teachers experienced aggression 
in a secondary school over a prolonged period of time.  Their experiences, 
perceptions, attitudes and behaviour might therefore be so predictably 
entrenched in their self-concept and behaviour.  This implication is that the 
implementation of a Psycho-Educational Programme to facilitate their mental 
health should be implemented over an extended period in order to elicit more 
significant changes.   
 
Table 5.7 further reflects that Ha4 is rejected in favour of Ho4 with respect to 
the variables self-awareness (p-value=0.127), internal locus of control (p-
value=0.174) external locus of control (p-value=0.500) and relationships (p-
value=0.077).  There is no statistically significant difference detected after the 
implementation of the Placebo Programme with relation to self-awareness, 
internal locus of control, external locus of control and relationships between 
the pre-test and the post-test. 
 
In paying particular attention to the minimal difference in the pre-test and 
post-test scores of the control group reflected in table 5.7 it has to be 
acknowledged that the value of the Placebo Programme was not that evident 
to the participants.  The participants of the control group confirmed this 
opinion in their discussions during the debriefing session.  The participants 
indicated that although they became aware of discrimination in the world, it 
did not make a major difference in their lives at that time.   
 
With reference to the change reflected in the mean scores of the experimental 
group as well as the opinions expressed by the participants, it has to be 
acknowledged that the participants of the experimental group benefited more 
from participating in the programme. 
 
 
 
5.6 CONCLUSION 
 
The implementation and evaluation of the Psycho-Educational Programme to 
facilitate the mental health of teachers who experience aggression in 
secondary schools were reflected in this chapter.  In alignment with the 
research design the implementation and evaluation of the Psycho-
Educational Programme were conducted within the ambit of the quantitative 
research approach by implementing a quasi experiment as method.   
 
In accordance with the characteristics of a quasi experiment, teachers of one 
the first selected school were randomly assigned to the experimental group, 
and the teachers of a neighbouring school were randomly assigned to the 
control group.  Neither of the groups was aware that they were assigned to 
either an experimental or control group.   
 
Prior to the implementation of both the Psycho-Educational Programme and 
the Placebo Programme, both groups completed the same pre-test 
questionnaire which, in terms of content validity, was based on the findings of 
the situation analysis as well as the conceptual framework that formed the 
basis of the development of the Psycho-Educational Programme.  After the 
completion of the pre-test questionnaire the Psycho-Educational Programme 
was implemented in the experimental group and the Placebo Programme was 
implemented in the control group.  Field notes were kept throughout the 
implementation of both programmes. 
 
Upon the completion of the post-test questionnaires, rigorous statistical 
analysis was conducted to ascertain the reliability of each variable (self-
awareness, internal locus of control, external locus of control and 
relationships), the normality of the distribution of each variable, the 
effectiveness of the intervention and the equality of variances.   
 
With reference to the reliability of the four variables:  self-awareness, internal 
locus of control, external locus of control and relationships, the pre-test 
results reflected a large reliability.  In terms of the variables:  self-awareness, 
internal locus of control and relationships the post-test results revealed large 
reliability.  In the case of external locus of control as variable, the results 
obtained indicated moderate reliability.  The questions captured in the 
questionnaire were therefore appropriate in terms of the concepts of content 
as per situation analysis and the content of the Psycho-Educational 
Programme.  
 
In terms of the normality of the distribution of each variable, it was 
ascertained that the distribution of the variables:  self-awareness, internal 
locus of control, external locus of control and relationships was regarded 
normal for both the pre-test and post-test results.  The selection of the 
variables, according to the situation analysis, was therefore appropriate and 
in alignment with the concept of content validity.  
 
The results reflecting on the effectiveness of the Psycho-Educational 
Programme indicated a small effect in terms of the variables self-awareness, 
internal locus of control and external locus of control as well as a moderate 
effect in terms of relationships.  The Psycho-Educational Programme thus 
had an effect on the participants of the experimental group. 
 
The independent group comparative analysis indicated no significant 
statistical difference between the four variables of the experimental group and 
control group prior to the implementation of the Psycho-Educational 
Programme and Placebo Programme.  The mean scores however indicate a 
statistically significant difference between the experimental group and the 
control group after the implementation of the Psycho-Educational Programme 
and Placebo Programme in terms of the variable “relationships”. 
 
The dependent group comparative analysis indicated a significant statistical 
increase in self-awareness in the experimental group after the implementation 
of the Psycho-Educational Programme.  The results for the control group 
showed no significant statistical increase in any of the variables after the 
implementation of the Placebo Programme. 
 
Although the impact of the Psycho-Educational Programme was not as 
statistically significant as anticipated, it should be noted that positive 
movement was indicated with regards to each of the four variables:  self-
awareness, internal locus of control, external locus of control and 
relationships.  This might, to a large extent, be due to the short period in 
which the Psycho-Educational Programme was implemented, and therefore 
supports the notion that programmes aimed at changing perceptions and 
behaviour have to be implemented over an extended period.  These results 
do remain of interest and value for adaptation of the Psycho-Educational 
Programme that was developed for the purpose of this study, as well as 
future development of similar programmes and future research studies.   
 
In the next chapter, the research process will be summarised and conclusions 
will be drawn from the entire study.  The researcher will also reflect on 
identified limitations and propose recommendations to address the identified 
limitations.  The recommendations that will be made will also be linked to 
suggestions of future research studies. 
 
CHAPTER 6 
SUMMARY, FINDINGS, LIMITATIONS AND RECOMMENDATIONS 
 
“Although teachers can take steps individually to preserve their professional satisfaction and 
morale, they must also be nurtured, supported and valued by the broader school community.   
When teachers are provided with what they need to remain inspired and enthusiastic in the 
classroom, students as well as teachers will be the beneficiaries.” 
Lumsden (1998: How can administrators influence teacher morale? para.5) 
 
6.1 INTRODUCTION 
 
This chapter highlights key issues emanating from the overview and rationale, 
as well as the disclosure of the research design and methods that was 
applied during the entire research process.  It further systematically deals with 
the research process and the findings, and concludes by identifying the 
limitations of the study as well as recommendations for further study. 
 
As indicated in the overview on aggression as well as the problem statement, 
aggression in schools, especially in secondary schools seems to be a 
universal phenomenon.  The available literature is in agreement that 
aggressive behaviour, aggressive feelings as well as aggressive attitude are 
mostly destructive.  Aggressive behaviour, emotions and attitudes have two 
commonalities, namely; that the behaviour is intended to harm something or 
somebody else, and that the victim must feel the hurt. 
 
As part of the programme development phase, a situation analysis was 
conducted by means of individual phenomenological interviews whereafter a 
conceptual framework was developed.  The programme development phase 
was thus entrenched in the qualitative research approach.  The researcher 
continued to implement the Psycho-Educational Programme whilst continuing 
to keep detailed personal, theoretical, methodological and observational field 
notes.  The succeeding steps, namely; the implementation and evaluation of 
the Psycho-Educational Programme are aligned to the quantitative research 
approach according to the character of a quasi experiment.   
 
Upon the conclusion of the study, the limitations of the study as well as 
recommendations for future studies are identified. 
 
6.2 SUMMARY AND FINDINGS 
 
Aggression-related attitudes and behaviour has become part of the learning 
and teaching process and directly contributes to the increased levels of stress 
and frustration for everyone; teachers, learners, and non-teaching staff.  
Teachers ascribe disciplinary issues specifically as one of the reasons why 
they decide to leave teaching as profession (Gold and Roth, 1993:6; Lemmer, 
1999:89).   
 
The prevalence of aggression, especially the aggression learners have 
towards peers, school staff and property, is a topical issue in the media and of 
great concern to civil society (Freiberg et al. 1995:422).  The focus that is put 
on the importance of the difficulties, stress and frustration experienced in the 
relationship between the teachers and the learners is expected as they are 
the major stakeholders in the day-to-day operations at school. 
 
Lorenz (Wallach, 1996:115) defines aggression as a characteristic that is 
deemed either good or bad, pending the effect the application of aggression 
has on the person herself or himself, the effect the display of aggression has 
on other people and property as well as the effect the application of the 
aggression has on the relationship between the individual and other people. 
 Smith and Furlong (1998:202) continue that the existence of anger in schools 
is an inevitable part of school life, as in any other social context.  It further 
seems that the progressive nature of disrespectful and disruptive behaviour at 
schools seems to be universal (Zagnoev, 1983:1;  Wevers & Steyn, 2002:209;  
Arunima, 1994:104).  Munusamy (2000) concurs with this perception and 
states that the level of crime and violence in South African schools has placed 
an additional expectation upon teachers to deal with the possession of guns, 
attacks with knives and open scissors, and rape.  In these extremely stressful 
situations, teachers are still expected to carry out their normal duties as 
teachers.  
 
With the transformation of education in South Africa, the rights learners have 
become paramount, with the abolition of corporal punishment.  Unfortunately 
teachers were not adequately equipped to apply alternative measures of 
discipline (Morrell, 2001:293;  Carl & Johannes, 2002:165).  The teachers 
therefore find themselves in a position of experiencing overwhelming 
exposure to aggression at school, mentioning incidents of physical violence, 
verbal abuse, intimidation and disrespect.   
 
Aggression in the workplace, including schools, has emerged as an important 
labour, safety and health issue in today’s working environment.  Whilst public 
concern for aggressive behaviour at secondary schools in Gauteng is 
escalating, contextualised research related to this issue is seriously lacking.   
 
In the context of the aggression related behaviour, the attitudes and emotions 
teachers experience in a secondary school, the following two research 
questions were posed: 
 
- How do teachers in a secondary school experience aggression? 
 
- What can be done to assist teachers who experience aggression in a 
secondary school? 
 
The purpose of the study was to develop, implement and evaluate a Psycho-
Educational Programme to facilitate the mental health of teachers who 
experience aggression in a secondary school.  
 
The research design was systemised into four sequential research steps.  
Step 1 of the research design was the situation analysis which was 
conducted according to the qualitative research approach.  The situation 
analysis was conducted by means of individual phenomenological interviews 
with purposefully selected teachers who volunteered to participate in the 
study.  The interviews were transcribed verbatim, where after it was analysed 
according to Tesch’s descriptive approach of data reduction (Cresswell, 
1994:154-156).  Field notes, comprising observational notes, theoretical 
notes, methodological- and personal notes were also kept. 
 
Step 2 related to the development of a Psycho-Educational Programme to 
facilitate the mental health of teachers who experience aggression in a 
secondary school.  The nature, content and extent of the programme were 
based on the conceptual framework that was developed.  The conceptual 
framework addressed three key elements as described by Dickoff, et al. 
(1986:433-434), namely; the goal content specified purpose of the Psycho-
Educational Programme, prescriptions for the Psycho-Educational 
Programme in order to realise the goal content, as well as the adherence to a 
survey list.   
 
In line with the research design, a quasi experiment was followed in order to 
ascertain the impact of the Psycho-Educational Programme.  In alignment 
with a quasi experiment, an experimental and control group was randomly 
sampled from selected schools.  Whilst the conceptual framework and 
Psycho-Educational Programme was developed for implementation with the 
experimental group, a Placebo Programme was also developed for 
implementation with the control group.  The implementation and evaluation of 
the Psycho-Educational Programme forms steps 3 and 4 of the research 
design.  Steps 3 and 4 comprised the implementation and evaluation of both 
the Psycho-Educational Programme as well as the Placebo Programme 
according to the criteria of a quasi experiment. 
 
6.2.1 Situation analysis 
 
The situation analysis was introduced by clarifying the researcher’s 
paradigmatic perspectives of relevant concepts in terms of meta-theoretical, 
theoretical and methodological assumptions.  The participants were 
purposefully sampled so as to collect data from an abundant source.  In 
addition to the Individual phenomenological interviews, field notes were kept.   
 
One question was posed during the interviews, namely “How do you 
experience aggression in your school?”  The obtained data was analysed 
according to Tesch’s descriptive, qualitative and systematic approach to data 
reduction (Creswell, 1994:154-156). 
 
Three themes emerged, namely: 
 
Theme 1: Teachers experience aggression negatively.  The teachers 
mentioned that they experience feelings of anger, hurt, 
frustration and disappointment.  They perceived to be exposed 
to aggression that was attitudinal and behavioural by nature and 
reported that they experienced a cyclical build up of aggression; 
 
Theme 2: Teachers experienced their locus of control in relation to 
aggression to be internal as well as external; and 
 
Theme 3: Teachers were aware of barriers in the establishment and 
maintenance of constructive relationships at school.  The 
teachers experienced a lack of understanding between teaching 
colleagues, management and learners of the school.  They 
experienced dissatisfaction because of a perceived lack of 
support from the Department of Education.  Lastly, teachers 
mentioned that it seems that parents were unable to support 
them with the establishment and maintenance of learners’ 
discipline. 
 
In terms of the qualitative research approach, a literature control was further 
conducted (Parahoo, 1997:152-153).  The trustworthiness of the study was 
ensured by means of adherence to credibility, transferability, dependability 
and confirmability.   
 
6.2.2 The development of a Psycho-Educational Programme to 
facilitate the mental health of teachers who experience 
aggression in secondary school 
 
The development of a Psycho-Educational Programme to facilitate the mental 
health of teachers who experience aggression in a secondary school is 
dependent on the development of a conceptual framework.  The development 
of the conceptual framework started with the identification of content that will 
ensure the attainment of the desired outcome followed by the prescriptions for 
the implementation of the Psycho-Educational Programme.  To ensure that 
there is no gap in the goal-content and the implementation of the programme 
a survey list was used.  The survey list made it possible for the researcher to 
identify and describe the various elements included in the conceptual 
framework, namely the agent, recipients, procedure, context, dynamics and 
outcome.  These elements were reflected in the thinking map. 
 
In addition to the development of the thinking map, the concepts related to the 
development of the Psycho-Educational Programme were clarified and the 
relationship of the concepts was indicated.  The description of the conceptual 
framework was followed by a description of the Psycho-Educational 
Programme. 
 
The Psycho-Educational Programme was structured into four sessions 
addressing one of the aspects identified during the situational analysis, 
namely; the heightening of self-awareness, the identification of the 
participants’ locus of control, the internalisation of locus of control as well as 
the establishment and maintenance of constructive relationships.  In order to 
make the participants more aware of themselves in the school context, they 
were requested to do a painting of how they perceive themselves as 
individuals in the school and, to reflect on their paintings and share it with the 
other participants.  The identification of locus of control was introduced by 
using quotations from the interviews conducted with teachers during the 
situation analysis.  The participants had to work in groups and group the 
quotations according to internal locus of control and external locus of control.  
This session initiated in a group discussion on the importance of the 
internalisation of locus of control as well as possible ways or strategies to 
work towards it.  The programme was concluded by discussing and role-
playing typical conflict situations as well as strategies to manage conflict at 
school. 
 
In line with the characteristics of a quasi experiment, a Placebo Programme 
was also developed.  The content of the Placebo Programme focused on 
issues relating to discrimination.  The nature and structure of the Placebo 
Programme mirrored the nature and structure of the Psycho-Educational 
Programme. 
 
6.2.3 The implementation and evaluation of the Psycho-Educational 
Programme according to characteristics of a quasi experiment 
 
According to the characteristics of a quasi experiment, volunteer teachers 
from the two neighbouring schools;  and experimental group school and the 
control group school, were randomly assigned to either the experimental 
group or the control group.  Pre-test and post-test questionnaires were 
developed based on the findings of the situation analysis and the conceptual 
framework that was developed for the Psycho-Educational Programme in 
order to ensure content validity.   
 
The Psycho-Educational Programme was implemented with the experimental 
group whilst the Placebo Programme was implemented with the control 
group.  Where adjustments needed to be made with the implementation of the 
Psycho-Educational Programme, similar structural adjustments were made 
with the implementation of the Placebo Programme.  Field notes were kept 
throughout the implementation of both programmes in order to add qualitative 
value during the evaluation of the Psycho-Educational Programme. 
 
Upon the completion of the post-test questionnaires, the data from the 
questionnaires was captured and analysed according to various statistical 
measures, in order to respond to the developed hypotheses.  
 
With reference to the reliability of the four variables:  self-awareness, internal 
locus of control, external locus of control and relationships, the pre-test 
results reflected a large reliability.  In terms of the variables:  self-awareness 
internal locus of control and relationships, the post-test results reflected large 
reliability.  In the case of external locus of control as variable, the results 
obtained were indicative of moderate reliability.  The questions captured in 
the questionnaire were therefore appropriate in terms of the concepts of 
content as per situation analysis and the content of the Psycho-Educational 
Programme.  
 
In terms of the normality of the distribution of each variable:  self-awareness, 
internal locus of control, external locus of control and relationships were 
regarded as normal for both the pre-test and post-test results, therefore valid 
in terms of the content.  The slight effect measured in terms of the variables;  
self-awareness internal locus of control and external locus of control as well 
as a moderate effect in terms of relationships were portrayed, indicated that 
the Psycho-Educational Intervention Programme was effective and had a 
positive effect on the participants of the experimental group. 
 
The independent group comparative analysis indicated no significant 
statistical difference between the control group and the experimental group 
prior to the implementation of the Psycho-Educational Intervention 
Programme and Placebo Programme.  There was therefore no difference 
between the experimental and control group before implementation of the 
Psycho-Educational Programme with regards to the four variables, namely:  
self-awareness, internal locus of control, external locus of control and 
relationships.   
 
After the implementation of the Psycho-Educational Programme and the 
Placebo Programme, the mean scores indicated a statistical significant 
difference between the experimental group and the control group with regards 
to relationships as variable.  Although the statistical analysis did not indicate 
statistical significant change in terms of self-awareness, internal locus of 
control and external locus of control, the statistics indicated positive change.  
It can therefore be concluded that the implementation of the Psycho-
Educational Programme resulted in significant change between the 
experimental and control group with regards to relationships as well as 
positive movement with regards to the other variables:  self-awareness, 
internal locus of control and external locus of control. 
 
The dependent group comparative analysis indicated a significant statistical 
increase in self-awareness in the experimental group after the implementation 
of the Psycho-Educational Programme.  Although the remaining variables 
(internal locus of control, external locus of control and relationships) did not 
present statistically significant changes, positive changes are reflected.  In 
contradiction to the positive changes shown by the results of the experimental 
group, the results for the control group showed no significant statistical 
increase in any of the variables after the implementation of the Placebo 
Programme. 
 
Although the impact of the Psycho-Educational Intervention Programme was 
not as statistically significant as expected, it should be noted that positive 
change occurred with regard to each of the four variables;  self-awareness, 
internal locus of control, external locus of control and relationships.  This can 
to a large extent be contributed to the short period in which the Psycho-
Educational Intervention Programme was implemented and therefore, 
supports the notion that programmes aimed at changing perceptions and 
behaviour have to be implemented over an extended period.  These results 
do remain of interest and value for adaptation of the Psycho-Educational 
Intervention Programme that was developed for the purpose of this study as 
well as future development of similar programmes and future research 
studies.   
 
6.3 LIMITATIONS OF THE STUDY 
 
The fact that statistically significant changes were not reflected in all four 
variables, namely self-awareness, internal locus of control, external locus of 
control and relationships, might be contributed to the following two reasons: 
 
- The short period in which the Psycho-Educational Intervention 
Programme was implemented.  It seems as if programmes aimed at 
changing perceptions and behaviour has to be implemented over an 
extended period.  The participating teachers have been exposed to 
aggression related behaviour, attitudes and emotions at school for 
years.  It might therefore be necessary to expose participants to a 
more comprehensive Psycho-Educational Programme over an 
extended period;  
 
- The questionnaire was probably not sensitive enough to detect the 
subtle changes in perceptions, beliefs and opinions that were brought 
about by the Psycho-Educational Programme (Rosnow & Rosenthal, 
1996:154).  It might be more meaningful to focus on the more creative 
methods to evaluate of the Psycho-Education Programme rather than 
embarking on strict quantitative research methods;  and 
 
- The small sample size. 
 
These results from the implementation of the Psycho-Educational Programme 
remain of interest and value for future development of similar programmes.   
 
6.4 RECOMMENDATIONS 
 
It is recommended that in the development of Psycho-Educational 
Programmes, the programme is implemented over an extended period of time 
with a larger number of teachers per sample.  This will not only afford the 
participants the time to work through personal beliefs, thoughts and 
understanding, but also give participants the opportunity to internalise and 
demonstrate these changes in their lives. 
 
The development of contextualised Psycho-Educational Programmes 
accommodates the uniqueness and specific needs of a specific population.  
Programme developers therefore have to allow for the adaptation of a 
Psycho-Educational Programme based on an in-depth situational analysis. 
 
When research is conducted, there is a tendency to design the research 
either according to the qualitative research approach or according to the 
quantitative research approach.  It is recommended that this stereotyped 
belief be challenged in future studies.   
 
 
 
6.5 CONCLUSION 
 
The public concern regarding aggressive behaviour at secondary schools is 
escalating, although contextualised research related to this issue is seriously 
lacking.  In this study, the aggression-related challenges teachers 
experienced in a secondary school were presented. 
 
An in-depth situation analysis was conducted by means of individual 
phenomenological interviews according to the qualitative research design in 
order to explore and describe the teachers’ experience of aggression in a 
secondary school.  The findings of the situation analysis allowed the 
researcher to develop a contextualised conceptual framework for the Psycho-
Educational Programme.  Upon the conclusion of the conceptual framework 
the structural format of the Psycho-Educational Programme was described.  
The Psycho-Educational Programme was then implemented and evaluated 
with the experimental group whilst the Placebo Programme was implemented 
and evaluated with the control group according to quasi-experimental 
research methods which is aligned with a quantitative research design. 
 
This study further allowed the researcher to practically demonstrate the value 
added to the study when both the qualitative and quantitative research 
approach is appropriately included in the research design. 
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ANNEXURE A 
 
Pre-test teacher questionnaire on aggression in the 
secondary school 
 
 
 
 
 
 
 
 
 
INTERVIEW 5 
 
Key P5 Participant 5 
Head of Department - female 
 R Researcher 
 
The transcription is preceded by an explanation of the purpose of these 
interviews.  The transcription starts where the research question is posed. 
 
R Hoe ervaar jy aggressie in die skool?  
P5 Ek weet nie, maar ek dink dis ‘n gevoel van “ek wens 
ek kon jou klap maar ek mag nie”. Dis ‘n ingehoue 
aggressie.   
 
R Wat bedoel jy met ingehoue aggressie?  
P5 Dis ‘n gevoel wat jy voel maar jy mag niks daaraan 
doen nie.  ‘n Tipe van magelose aggressie.  Mens 
hou dink aan manier om die kinders te kry en skotvry 
daarvan af te kom.   
 
R Mmmm?  
P5 Soos om kinders te verkleineer, en om hulle 
sarkasties te antwoord en dit maak die kinders op 
hulle beurt weer kwaad.  Dit laat hulle dan weer 
magteloos voel, want hulle mag ook nie terugpraat 
nie.  Dan doen hulle weer goed … die bietjie wat 
hulle toegelaat word.  Jy weet hulle sal  binne perke 
weer jou probeer terugkry.   
 
R Hoe is dit vir jou?  
P5 Dis vir my sleg en ek wens ek het nie nodig gehad 
om so kwaad te word nie.  Ek weet nie hoe kan jy 
skoolhou sonder om kwaad te word nie, want jy moet 
 
kwaad word om samewerking van die kinders te kry.  
R Samewerking van die kinders?   
P5 Ja vir nou, want onderwysers is ‘n heel ander “topic”.  
R As jy sê onderwysers is ‘n heel ander “topic”?  
P5 Nee, hulle is op ‘n ander vlak, want onderwysers … 
ek lag so vir die ding van hulle waar hulle grootste 
argument is altyd, “ja, hulle is professionele mense”.  
Dit wys bitter min in hulle alledaagse lewe in die 
skool. Hulle kom by enige iets anders uit as 
professionele persone.  Dis nie ‘n dissipline ding nie.  
Dis nou rêrig waar van die nuwer onderwysers.  Dis 
of hulle skool van dissipline anders was.  Werkstrots 
en daai goed bestaan nie.  As jy vra vir iemand om ‘n 
ding te doen dan verwag jy van hulle, sonder dat jy 
vir hulle sê “onthou jy moet jou beste doen”, verwag 
jy dat hulle dit tog ordentlik sal doen.   
 
R Hmmm  
P5 As jy hulle ook sou vra om iets te doen, sal jy nie wil 
hê dit moet nodig wees om hulle weer en weer en 
weer te vra nie.  Dis nou iets simples soos elke siklus 
moet nuwe beplanning gedoen word,  dan wil jy nie 
voor elke nuwe siklus loop en vra “waar is jou goed?” 
nie.   
 
R In terme van aggressie wat jy ervaar, hoe is dit vir 
jou? 
 
P5 Dis meer ‘n frustrasie as ‘n aggressie.  Jy kan hulle 
tog laat verstaan sonder om vir hulle kwaad te word, 
dat dit nie goed genoeg is nie.   
 
R So jy sê die onderwysers maak jou nie eintlik  
aggressief nie.   
P5 Ja, ja, ja.  Frustrasie, dis wat die onderwysers jou 
laat voel.   
 
R Jy’t nou-nou gesê jy word aggressief, soort van op ‘n 
wettige manier.  Hoe is dit vir jou? 
 
P5 Dis sleg, want dis nie opbouend nie.  Nie vir jou nie 
en ook nie vir die kind nie.  En na die tyd weet jy ook 
nie vir wie is jy nou eintlik die kwaadste nie.  Vir die 
kind of kinders wat jou kwaad gemaak het of vir 
jouself omdat jy kwaad geword het.  Dis, jy gaan 
nooit weg kom van die ding dat die kinders jou gaan 
kwaad maak nie.  Jy sal net moet leer om jouself nie 
toe te laat om kwaad te word nie, want jy bereik niks 
nie.  Op die oomblik is jy dalk so bietjie die meerdere, 
maar dis nie opbouend vir jou of die kind of die groep 
nie.   
 
R Watse groep?  
P5 Die kinders, die klas.  Jy kry hulle in ‘n “state” deur 
die ou so sleg te sê dat die see hom nie kan afwas 
nie.  En wat erger is, ek verstaan dit nie, party 
onderwysers, dit lyk of hulle nooit kwaad word nie.  
Dit lyk of hulle nie … ons het al baie gewonder of dit 
nie die Afrikaanse Engelse ding is nie omdat on 
Afrikaanse mense ander goed van kinders verwag as 
die Engelse mense.  Ek meen, vat vir *****.  Sy word 
nooit kwaad nie.  En ook die jonger onderwysers, 
hulle verwag nie van die kinders daai sort dissipline 
nie, so dis nie vir hulle so frustrasie nie.  Dit het ook 
baie met jou werks … jou tipe werk … as jy ‘n 
 
perfeksionis is en as jy volgens ‘n hoë standard werk 
in jou lewe dan gaan jy nie van die kinders iets 
minder verwag nie.  En as die kinders dit nie doen 
nie … dis sleg … om te dink hulle het nie dieselfde 
waarde as jy nie.  En dit is ook baie kee sleg , want 
as jy dit los, dan voel dit vir jou jy leer vir die kinders 
niks meer as wat in die boeke staan nie.  Jy wil hulle 
tog leer van kwaliteit werk en van werkstrots en van 
erkenning kry vir goeie werk.  En hulle gee nie om 
nie, maar …… 
R Maar  
P5 Tog, daar is altyd kinders wat, ten spyte van die feit 
dat hulle nie altyd die vermoë het nie, hard werk en 
tog iets voel vir hulle werk.  Maar ek moet ook bysê, 
as jy vir die kinders … as hulle weet dis wat jy van 
hulle verwag is die kanse beter dat jy dit gaan kry as 
wat jy geen standaard stel nie.  Ek meen, as jy nou 
vir hom sê “in my klas doen ons dit so”, dan is die 
kanse dat dit aan die einde van die jaar so gedoen 
gaan word beter.  Jy weet dan is daar darem ‘n tipe 
van ‘n groei.  As jy die kinders net los gaan daar 
eerder agteruitgang wees.   
 
R Jy het vroeër genoem van die aggressie wat kinders 
by jou verwek.  Kan jy my meer vertel? 
 
P5 Hmmm, om te begin … dis goeters soos as hulle jou 
“incapable” wil laat lyk.  Soos as jy vra “hoekom het 
jy dit nie so gedoen nie?” en hulle eerste reaksie is 
“maar jy’t nie vir ons gewys om dit so te doen nie”.  
Dan weet jy voor jou heilige siel jy het dit gedoen.  En 
 
net om dit bietjie erger te maak sal die ander kinders 
met hom saamstem.  Die res van die klas is net te bly 
dat jy ge”side track” word.  Hoe staan jy voor ‘n klas 
vol graad nege kindertjies en regverdig en verdedig 
jouself?  En dan mag jy niks doen nie.   Hmm …. 
Hulle houding, die manier waarop hulle jou antwoord.  
R Ja?  
P5 Kyk hulle is onbeskof.  Sulke vieslike ….jy praat nie 
so met my nie.  Maar nou sien ‘n mens ook die kind 
praat so met jou en jy word vies maar jy kan niks 
doen nie.   Dan kom jy op ‘n oueraand en dan kom jy 
agter maar dis hoe hulle met hulle ouers praat.  Nou 
voel jy half magteloos, maar tog kan jy dit nie los nie, 
want dan leer jy hulle nooit van beter nie.   
 
R So dis eintlik ‘n kontrasterende gevoel van jy voel jy 
wil nie kwaad word nie, jy wil nie betrokke word nie, 
maar aan die ander kant voel jy jy moet ook maar.   
 
P5 Ek meen as jy nou jou taak … dis nou eintlik 
ongelukkig die neukery … die wat met die regte 
gesindheid ‘n onderwyser geword het glo jy moet 
hom opvoed … of ten minste net meer kan doen as 
wat ‘n boek kan doen.  Ja, dis nou waar dit inkom, 
want jy wil hom leer “jy praat nie so met ‘n grootmens 
nie”  
 
R Hmm  
P5 “Jy praat nie weer so met my nie”.  Hmm, en wat vir 
my ook so erg is van die kinders is dat hulle nie die 
erns van ‘n saak besef nie.  Ek meen hulle sal net 
sommer nie hulle werk doen nie of ‘n taak nie 
 
inhandig nie, ten spyte van die feit dat jy gewaarsku 
het hulle gaan nul kry.  En in die agterkant van jou 
kop weet jy ook, gee jy hom nul, êrens in die jaar 
gaan dit tog weer uitgekanselleer word.  As mens so 
dink, klink dit maar na ‘n hopelose storie.  
R Dit klink na ‘n hopelose storie.  
P5 Ek weet nie wat ‘n mens kan doen nie, want ek kry 
nie veel reg nie.  Jy sal doelbewus nie moet kwaad 
word nie.  Voor dat jy … jy weet jy sal wraggies moet 
besluit om nie kwaad te word nie.  Maar dis sleg om 
te dink jy sal elke oggend moet dink “ek gaan nie 
vandag kwaad word nie”.  En hmmm….eintlik tog 
maar hier binne kwaad te wees.  So jy word kwaad.  
En op die einde besluit jy maar net om nie vir hulle te 
wys jy is kwaad nie.  Maar op die einde maak jy dit 
erger, want dan kom hulle nie agter maar hulle het 
jou kwaad gemaak nie.  Dan dink hulle hulle het 
daarmee weggekom.  Maar meeste onderwysers sal 
“skills” moet aanleer om dit te kan hanteer.  En dan 
dink ek ook … weet jy wat ek dink is wat die 
maklikste is, of wat die beste manier van doen is, is 
daar moet definitiewe oorsaak en gevolg procedures 
wees by skole.  Jy weet ‘n kind moet weet as ek dit 
doen gaan dat gebeur, vir seker.  Dit sal ook keer dat 
jy in ‘n magtelose situasie verval.  Baie keer word jy 
kwaad en jy weet nie wat moet jy met die kind maak 
nie, maar jy weet jy moet iets met hom maak.    
 
R Hmm  
P5 So as jy weet … maar aan die ander kant, iemand  
anders kan nie altyd jou probleme vir jou hanteer nie.  
Op die ou end moet jy dit maar self leer hanteer.  Dis 
wat ek dink.  Jy weet, kinders … hulle maak jou 
kwaad hoor!  Partykeer die ouers ook, want jy 
verwag goed wat hulle nooit by die huis geleer het 
nie.  En nou, een deel van die samelewing laat iets 
toe wat die ander deel van die samelewing glad nie 
toelaat nie.  Nou kan die kinders dit nie … as sy ma 
hom toelaat om ‘n chappie te kou voor haar kan hy 
nie verstaan wat’s dit nou met my.  Hulle laat jy voel 
dis maar net jou persoonlike geite, ek is nou maar 
net moeilik.  Dit besef hulle nie dat dit nie goeie 
maniere of gedrag is om in so ‘n situasie so iets te 
doen nie.    
R Bedoel jy daar’s bietjie kultuurstories daarby?  
P5 O definitief!  En laat ek jou vertel die ouers is die 
mense wat die meeste magteloos voel.  Die 
probleemkinders, die ouers weet wragties nie wat om 
met daardie kinders te maak nie.  Meeste van die 
ouers is gewillig om te help, maar hulle weet glad nie 
hoe nie.  Daar is van daai kinders wat hulle ouers 
pimpel en pers slaan as ons hulle bel of met hull 
kontak maak.  Maar dit skrik nie die kinders af nie.  
Baie van daai ouers is te bang om die kinders te 
konfronteer, want hulle is bang die kinders slaan 
hulle.   
 
R Sowaar?  
P5 Ja.  Dis meestal agv huismoeilikheid.  Kinders wat 
alleen met groot seuns sit.  Dis hulle vriende en 
 
omtrent almal van hulle het ‘n houding van hulle is 
geregtig op alles en klaar.  En hulle gee nie ‘n hel om 
hoe hulle dit kry nie, maar kry sal hulle dit kry.  Ek 
dink ook soms dit het iets met volwassenheid van 
onderwysers te doen.  Nie dat ek nie dink dat ek nie 
volwasse is nie, maar in ‘n groot mate, tog, dit is so 
dat die jonger onderwysers meer moeilikheid met die 
kinders het as die ouer onderwysers.  En as jy nie 
wragtag weet waarvoor jy staan en wat’s jou manier 
van doen nie, dan “figure” die kinders dit baie vinnig 
vir jou uit.  Jy moenie voor hulle staan en wonder hoe 
moet ek myself handhaaf nie.     
R Jy sê as jy daar staan moet jy ‘n gevormde persoon 
wees. 
 
P5 Hmmm.  Die kinders kom so gou agter as … daar is 
vir hulle niks lekkerder as wanneer jy die dag ‘n 
bietjie af is, om dit hulle werk te maak om juis moeilik 
te wees nie.  As hulle sien jy is nie vandag lus vir 
drama nie is jy uitdaging nommer een.  Dan neem 
hulle dit as ‘n persoonlike uitdaging aan.  Ek sê jou 
daar’s baie min onderwysers wat nie moeilikheid met 
die kinders het nie  Ander onderwysers vee hulle net 
af aan die kinders en hulle stories.  Dit ontstel hulle 
nie.  Vir my is dit meer ‘n ding van jy raak onbetrokke 
… wat bereik jy dan?  Moet jy nou jou handjies in die 
lug gooi en sê :”nou weet ek nie, nou moet ek dit 
maar los”.   
 
R Ja….  
P5  Ek weet nie, ek het al baie keer probeer om ‘n pad  
met die kinders te loop, om met hulle te praat oor wat 
gebeur, maar dit maak nie eintlik ‘n indruk op hulle 
nie, want hulle is nie ingestel op ander mense nie.  
Wat hulle wel onstel, is dat iemand hulle wel onstel.  
As die kinders net wil besef daar is geen manier wat 
jy niks gaan doen nie, jy kan dit maklik maak of jy 
kan dit moeilik maak.  Maar doen gaan jy iets doen.  
Jy wens net hulle kan dit verstaan, want skoolhou 
moet ek skoolhou en skoolgaan moet hulle 
skoolgaan.  Hoekom kan ‘n mens dit nie maar net die 
maklike manier doen nie?  Ja wat, dis nou maar soos 
dit is. 
R (Lang stile.)  Is daar enige iets wat jy nog wil sê?  
P5 Nee wat, ek dink ek’t gesê wat op my hart was.  
R Weereens baie dankie vir jou bereidwiligheid om met 
my te gesels. 
 
P5 Ag nee wat, eintlik kan ek ook thanx sê.  Dit was op 
‘n manier nogal goed om daaroor te praat. 
 
 
 
